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Developing Visual Literacy - Start it Young
Kay Anderson

| was working with high school students when | first thougnt about
this topic. As | worked with these teenagers, | observed that a great
many of them had a very limited way of seeing things. This often led to
their frustration when working with images and trying to solve visual
problems. It appeared as though they were almost handicapped in their
practical way of seeing. They looked at objects just long enough to
identify them.

Around the same time | was working with a group of early childhood
teachers. A large part of their curriculum deals with “reflection" or
teaching young children ways of seeing and responding to images in their
natural and man-made environment. It seemed so obvious that this was
exactly what my high school students were.lacking. If “hey had had this
early awareness to visuzl qualities they might not be having these
problems today. Becoming sensitive to the visual world would not only
help them to understand what they see but be more aware of the details
and qualities they were missinyg in their environment.

These limited visual observers were really quite yisually illiterate.
Sure, they could identify images but they couldn't see, understand, and
enjoy their qualities.

Visual Literacy

What does it mean? Literacy aciording to the dictionary, means being
able to read, write and understand the printed word., Visuals deais with
images--they might be real or created. They might be in our natural or
man-made environment. Then, for the purpose of this talk, | define

nyisual literacy" as being able to understand images in one's environment,
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to understand all the qualities these images communicate and to be able to
express this information through talk or images. If we think of images as
a means of communication, then we can communicate through images and
images communicate to us. This doesn't mean we all have to be artists to
become visusally literate no more than it means that we all must be authors
to be literate. We can be readers and writers. Visual literacy is learning
to ses and make sense out of all the images in our world and to
understand and respond to their visual qualities.

From the moment we are born we being to see. Infants eyes are
‘bombarded by sensations ol color, shape and texture. They don't know
what they mean, but soon through experience they learn to recognize
thousands of different things. Objects baecome so familiar they can
identify them from many angles.

Later, their eyes are taught to read and they learn symbols and can
put them together to form words. They begin to interpret messages from
just looking at our faces happy or sad. They dream and think in
pictures. By the tima they are eight or nine their sight is automatic.

Young children are naturally open to their environment. It is as we
mature that we grow more inhibited.

Sight or seeing has t.? be classified in these four ways:

1. Practical Seeing: This is the type of seeing you do in order ‘o

go about your daily life. You see a chair in

order to sit on it, to move it, or maybe to avoid walking into it.
2. Specialized Seeing: People wha are specialists will usually

percaive images according to their training. A steel bridge will

ce seen one way by an engineer who built it, and another way

by a motorist.
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3. Reflective Seeing: When we hear a word we often find our
minds filled with images we assuciate with that word, also,
certain scenes or objects when viewed will start a chain of
reflections in our mind. Reflective seeing is a very personal
way of seeing because it involves our imaginations.

4. Pure Seeing: When we speak of developing a visual awareness,

we are actually referring to the development of pure seeing.
This kind of seeing refers not to “what does it look like?', but
“how does it actually look.'

We want to motivate children to do more than just look and name
things.

It is this pure seeing that | am talking about today. We as parents
and teachers can foster experiences that will gu de children to discover
and respond to visual forms. These experiences will help them gain more
knowledge, appreciation, understanding and enjoyment from their
environment. Visual literacy means not only recognizing objects and their
qualities and working with images, but being able to talk about them. If
we think of images as means of communication, they can tell us many
things.

The language of vision has a basic grammar and vocabulary. It deals
with the elements and principles of design: color, line, shape, texture,
pattern, balance, emphasis, contract, unity.

If this vocabulary is introduced early in a child's life, it becomes
part of their stored knowledge which is used whenever dealing with images
either in nature o1 in their designed worid.

Everything you need to get children to respond to elements or
principles of rlesign are around the house, the yard, the school, or the

neighbe-' d. All we need to do is get them inveolved in seeing and using

-3
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the vocabulary of vision. We need to get them involved in searching out

this visual information.

**  Take a nature walk and pick our the variaty of lines you see.

** Send them on a treasure hunt to search out interesting shapes,
forms, colors or textures.

**  Create a visual dictionary.

If the real things aren't available, scout out garage sales for oid
issues of quality magazines such as National Geographics or Equinox.

They have excellent photographs of plants and animails. The first steps in

educating vision is encouraging children to seek out and gather visual

images.

**  Take a walk in a used car lot or a parking lot. Examine the
variety of radial patterns in hub caps or look at the different
line designs on the grill work of cards.

**  Kids collect things from dolls to posters. Looking at collections
of things is a chance to make stylistic comparisons of objects
that share a common function but each is unique ir appearance.

**  Collect patterns in fabric or clothing or wallpaper. Draw their

attention to similarities in nature. Repeated motifs found in

man-made objects are often borrowed from nature.

The second step in educating vision is getting them to classifvy what
they have observed or collected. Challenge them to see similarities and
differences. Use questions that will stimulate specific detailed information.
This helps to avoid ‘confusion resuiting from too many different visual

stimuli. Motivate children to focus cn pertinent sources of information

available from images. Direct them to loock for subtle colors in winter snow
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or delicate patterns in leaves, or a bird's graceful movements, ripples on a
pond, or majestic cloud formations

Lets take one of the elements, color, and look at what we specifically
want them to know. Young children learn to recognize the names of
colors. Why not include similarities and differences? Colors can be light
a tint or dark a shade. There are many variations in or.e color. All
secondary colors can be made from the three primary colors. Colors can
‘create a mood. There are complementary, monochromatic, analogous
colors. Do you think this is too difficult for young children? I've known
five-year odds who know the names and recognize the shapes of all the
dinosaurs and constellations. Why can't they learn about happy colors,
quiet colors or contrasting colors.

Try playing this game. What is your favorite color? Think about it
for a moment. Try to imagine how you might uescribe it. If you just say
plue", one person might think sky blue when you meant ink blue. You
score a point each time you can think of a word to describe the color.
The word is "brown". |'ve got one--toast brown. Now it's your turn

brown. You go around the circle until no one can think of any
more, then you change to another color.

The best way to become aware of color is to be given the opportunity
to mix color~. How many values of red can you make--a little white, a lot
of white. What happens when you mix opposites or compiementary colors.
Introduce a simple color wheel. Suggest child 2n make a collection of
things that are green from magazine pictures. Arrange the collection from
light to dark.

Remember to keep instruction informal at an early age. Allow

students to search out information through experimentation with paint.

AT &
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Allow them to gather and classify examples of color and use color in their
own image development. Introduce the vocabulary gradually. Did you
know you are wearing complementary colors today, yellow and purplie? |
like the shade of red you're wearing. Did you notice how the grass looks
darker in the shadow of tha tree than in the sunlight?

Another area that can aid in making our children more visually aware
is drawing their attention to advertising.

A simple exercise which might use the yeliow pages of the teiephone
directory, newspapers or magazines is a logo search. Introduce your
students to the four kinds of logos in advertising. Logo that just uses a
name is callad a logotype. The pictograph type uses a picture anu
sometimes includes the name. The alpha type uses initials, and the
abstract type uses symbols. Then there are combinations such as a
picto-alpha. Have children examine these loges used on aimost all the |,
products we use. Collect logos, classifying them according to logo types.

Have students look at advertisements in magazines--how does the
graphic artist that designed this advertisement get you to focus on the
product. Talk about centre of interest, contrast of color. repetition, size,
shape or texture. Collect advertisements that illustrate color contrast or
repeated shapes to capture the viewer's attantion. Try to guide the
children to see visual clues which will develop their visual awareness.

Introduce your children to works of art. Artifacts can be like
people--thay can speak to you, they can make you feel happy. angry.
shocked or calm. They might startle you, make you laugh or cry. They
help you see places you might never visit anu meet famous people. All of
us, like children, know what we like and dislike in pictures. Very young

children like pictures that tell a stor.;y. Most children, like many adults,
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prefer realistic art because they can understand it more easily. Children

enjoy studying other cultures, they tend to hero worship and would prefer
a poster of a rock star to a Rembrandt. They love comic books and begin
to accept art based on nature.

We can guide children to understand and appreciate even some of the
more abstract works. We must acknowledge and explore children's art
preferences but not restrict ourselves to them. We should attempt to
" expand children's preferences.

Research shows us children can overcome dislikes of some styles of
art if given the opportunity to experience them with some understanding.

We need to help children enjoy artifacts and to help them find the
words to describe what they see and see how the parts fit together to
make a composition.

What is a painting? Most people at first.see it as a picture of
something. But the subject should be only a point of departure.
Sometimes when we first look at it we get a vague idea of what is going
on--but painting can also communicate a mood, an expression of time, an
interpretation of symbolic reference. No two people react to pictures the
same way. Each person individually will react in their own special way.
Remember when you question children about a picture your aim is not to
get consensus but to stimulate them to look and see more carefully and to
encourage discussion.

First, allow children to take an inventory of what th:y see being as
objective as possible. "What do you see?"' "What else (shapes, lines,

color, =tc.) do you see?" Then, depending on the ages of the children

you can discuss the principles of design. "How is it organized?" " What
kind of balance?" "Is anything emphasized?" "How is unity achieved?"
7
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Then, move on to “"how does it make you feel?" "What does it
communicate to you?" Remember to encourage diverse opinions and
encourage them to make associations: "does this remind you of anything?"
"What do you think happened next?" "Do the images remind you of any
sounds or smelig?"

Keep in mind that visual literacy is based on being able to see the
qualities of images and being able to talk auout them and use them to make
sense of their worla in a more meaningful way.

Help children discover the world of art by inviting them to play
detective with pictures. Young children can see differences in line and
variations in <hape and color. They enjoy discovering rich detail,
patterns, and the effect of light on form. They enjoy the tactile qualities
of surfaces and can be encouraged to describe simulated texture in a
picture.

You may not have the budget to buy famous original art works, but
less expensive reproductions are available. When you or your friends
travel pick up post-card size reproductions at art galleries and museums.
Art reproductions also appear on greeting cards.

There are many games and guizzes to piay to help children discover
the world of art. Best of all, they discover the worid of images.

Children can bes made aware, of the language of vision at a very early
age. Given the opportunity they will grow into the habit of seeing more
than the name of an object. They become sensitive to these elements and
principles that make seeing so much more. They will develop a deeper and
more meaningful perception. Our sight is influenced by our- axperiences,
personality and culture. By playing visual games that will stimulate our

children's perception, they can begin to see images beyond just the
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surface levels and help them respond to visual forms. It will expand the
brain and enhance their lives.

We all see, but as a famous poet once said, "genius is the capacity to
see ten things where the ordinary man sees one....the man of talent .ees

two or three."

14
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Building Provincial Exams to Challenge the Gifted
Dennis Belyk

OVERVIEW

Severs] initiatives in the Student Eveluation Branch directly challenge gifted
students end support teechers in doing so.

1. Of centrsl importance is the nature of the tests themselves, which reflect
specific standerds of performeance anu allow students to ectuelly demonstrate
whet they can do. Several cognitive levels are reflected in the tests, and the

emphesis hes been increesingly on the higher levels.

2. Also importent is the tescher involvement in developing the tests.
Extensive inservice for teachers is a byproduct of their involvement, As a
result, teachars sre more sble to challengz their studsnts on a day to day besis.

8. Teschers snd schonls are also supported by the information provided in the
testing bulletins and in the reports that follow testing. In addition, published
semples of student writing provide an indication of the stsuderds reflected in
the tests. The writing semples indicate the range of performence that can be
expected from students of varicus levels of sbility and competence, including
those who are gifted.

4, Diagnostc swahiation materials support teechers provide mesns =f
observing students snd svalueting their learning from dey to day. These
programs sllow teschers to discover specific strengths and weslmesses of
indivicuel students snd to plan instruction that meximizes their learning,

1. NATURE CF THE TESTS

Two aspects of & test ensure that gifted students ere challenged: the cognitive
levels of the test items and the criteria for marking.

& range of cogaitive levels is sddressed in each test. This iz outiinedt in a test
blueprint whick specifies the proportion of items thet are devoted to sech
level. The higher cognitive levels are emphssized, a5 the folicwing tasles
show.

1115



SAGE 1990 - CONFERENCE PROCEEDINGS

’

Percent Emphests Given to Verious Cognitive Levels

Achievement Tesis
1868-83® and 1968-80
Subject Cognitive Lavels
Methematics 22% 28% Comprehension
(Grede 3) 18% Application
22% Prchlem Sclving
Science 25% 75% Comprehersicn and
{Grade 6) Spplication
English 10% 30% Judgment
sge Arts Litepa] Understanding  60% Infereatial Understanding
(Reading)
(Grade 9)
Sociel Studies 44% 44% loquiry Skalls
(Grade 8) 12% Valuing Skills
* Sociel Studies only
Dercent Emphesis Given to Verious Cognitive Levels
Diploma Exems*®
1888-20
Knowiedge Higher Lewels
Mathematics 30 8% 21% Comprehension
46% Application
14% Analysis, Synthesis. & Evejuaticn
Biclogy 30 258% £8% Comprekension & Application
20% Analysis, Synthesis, & Evaluaticn
Chamustry 30 SC% =ric4 Comprehension & Application
20% Acshysis, Synthesis, & Evzivaticn
Prysizs 30 28% 2% Comprehension & applicsticn
£5% Analvsis, Synthems, & Tvabpton

12
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English 30 10% Literal 60% Inference & Application

(Resding, Understanding  30% Evaluation

multiple choice)

Easlish 33 10% Literal 70% Infergnce & Spplication
dng, Understandiag 20% Evaluation

muwtiple choice)

Sociel Studies 30 G§1% Recall & 43%% Incquiry Skille
(Multiple choice) Comprshension  §%% Vehung Skills

Math and sciences figures based on the whole sxam; Esglish and scoal
studies fgures besed on the multiple choice section only. :

In addition to the emphesis on higher cognitive levels, the sociel studies end
languege srts tests include written response items. Diploma exams in
mathematics and the scisncas also include written responses. The written-

response questions extend the renge of possible respunses and tap what exch
student really caa do,

For the language arts writtenesponse questions, the criteria for merking
relats to contant, orgenizstion, sentence 5 re, vocshulary, and
conventicns of writing, O the bssis of these sspects of writing, five skdll
levels are described:

8 - Excallent
4 - Proficient
3 - Satisfectory
2 - Limited
1 - Poor
INS - Insufficient

For the writtenrespcnse questions on the socisl studies achisvernent test,
merking critesia dl.éfar for different types of questions. Some questions
require a fiirly brief written response that {dentifiss the slerrents of an issue.
Thess quastions are inerked mataly on the besis of the content of the
response.

Other guestions, howsver, require an axitanded response. Marking criveria for
these questions relate to the following dimensions:

- persuesivesess and logice of supporting arguraents
- quality of languegs and Supression

= social studies diploma exers reguires students to write on2 avtanded
written response dsfending a position on a given issue, For this written work,
scoring criterie are rajated to defsnce of position, discussion of raiue
positicas, presentanss of examples or sope smdiss, ana quellty of languege

2nd TxPrEISion.

13
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Prve skill levels are descrikad, similar to those used for scoring the language
arts tests ("S" - “Exceptionsl” to “1" - "Peor’).

2. TEACHER INVOLVEMENT IN TEST DEVELOPMENT

The blueprints for the tests sre developed by Albarta Education steff, on the
besis of curriculum specifications derived from the program of studies.
Howsver, the tast quastions themselves ere devaloped oy teschers. In the
process of item development, teachers hem the chance to zerutinize the
curriculs for their subjects vary closely. There is an opportunity (o reflect on
the course chjectives ad the expectations and to discuss thes=s with

collesgues,

Tvahiation and instruction truly come together in these discussions. The
teschers develop en increesed awereness of the Sl range of skills thet might
ke expected of students. As well, tha teschers can Tisuaiiza what their gifted
students in garticular rgéﬁﬁe sble to do. The result is the developmeat of
questions with varicus d ty lovels that challenge students st warious ievels
of epility, More difficult quesdons are designed to challenge the strong
ecademic =nd gifted students.

3. REPORTING RESULTS

Basides their involvement in test devalopment, teschers receive instructve
infermstion from the Student Evisuation Branch in the form of bulletins end
reports. The lalletins describe the testing program in ssch of the subjects.
Cegnittve levels of questions are described md sample questions are provided
far the varicus companents of esch course. The biueprints for the tests are
included, as are the critaria for scoring.

Foliowing the testing, detailed reports er= provided. They describe the
results ia relstion to the spectfic categories of knowledge end siill thar wers
represented in each test. Commeniny sbout the results is included & w2l

1z addition ‘o these reports, semples of students’ writien responsss ia
language arts sod sociel studies ere mupiished. The samples demonstrats the
stsadsrds underlying each of the five skill levels.

411 of thase materiels provide concrete end spectfic mdications of what 1=
excpactsd of students, All teachers, not just those whe ware invoived in 1353
deveiopment, can gain 8 increased awareness of what stadents can do, and
whet 15 reasoactle to expeact of gifted students specificely. Teschers anc
~<her educetors have recuiariy exy(2ssed their plessure soou! the usefyiness of
hage materials in heightening their swureness of QUTICULET SXPECIENCTS snd

studeat potentia.';.

14 15
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4. MORE THAN ONE DIMENSION TO ASSESSMENT/ZVALUATIOR

Testing provide~ predominsatly summative information shout learning
outcomes. This inwiination serves &5 an indicator of sress thet might wrrent
more cyreful chservaticn. It is the careful essessment of students’
performencs from day to dey that reveals individusl students' strengths and
wealmesses, Disgnostic eveluation is therefore also a critical element in
serving the needs cf all students, including the gifted,

To support teachers in this important aspect of student evaluation. the
Student Evaluation Brench has esteblished its Disgnostic Tvaluation Program.
At the slementary level, the Disgnostic Reading Program hes been sreilacle
since 1988, whils the Diegnostic Mathematics Program is resdy or
piblicstion this fell, Both of these programs provide not cnly messs fr
finding cut on an individuel basis what childrea know and can do; the
programs slso provide instructionsl strategies that help teschars to relate the
erkyation to instruction so as tc maximize students' growth.

4 third disgaostic evalustion program is sbout te be piloted with sthudentsin
grades 7 to 10. This program is intended to help teschers in =il subiects to
evaluste students' lewrning and languege skills.

Teachers perticipating in the field testing have commented on the prodram's
usafulness in revesling the weys that langusge supports lesrning in their
subjects. Some have expressad surprise 2t the insights they heve gained aocut
individuel students, end piessure st the way their teaching hes chenged as a
result,

This feedbeck suggests that sll students mey beneit from teachers' use of the
program. Gifted students in particuler stend to beneilt f their teschsrs have &
means of identifying and encrureging these students’ particuler strengtis,

5 19
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Advocacy and Lobbying: An Exercise in Persuasion
Patricia Boyle

Qur society has a voracious appetite for information. Advocacy and lobbying are two
specialized activities that allow citizens to share important information on social issues
like education and the environment with decision-makers. Although some opponents
may try to dismiss advocates and lobbyists as “one-issue pressure groups”, their actions
are a necessary and positive part of the whole democratic process.

An advocate seeks suppert for a cause. Advocates use many routes to champion their
causes, such as articles, speeches, newsletters and meetings. In politics, lobbying is the
logical extension of advocacy. A lobbyist seeks to influence the decisions of politicians or
senior bureaucrats. There is a long and honourable tradition of lobbying in Canada.
Politicians and senior administrators expect to be lobbied. In fact, they need the detailed,
grass-roots informatior that lobbyists can give them. Lobbying, then, can be a very
efficient way for politicians to learn more about today's complex social problems.

All politicians and most senior administrators are generalists. They have broad
knowledge about their areas of responsibility, but they often lack specific information on
issues or an awareness of the local impact and the possible long-term consequences of
their actions. By lobbying, an advocate can provide this sort of valuable information,
and, at the same time, help to promote better decision-making.

The essence of lobbying is cooperation, rather than confrontation. Because the lobbyist
can offer information that may be very helpful to the politician or administrator, there is
an incentive to work together for mutually satisfying solutions. Financial constraints, of
course, have to be faced by both parties. The lobbyist must be flexible and realistic in
assessing the chances for a successful outcome, to offer alternatives and, if necessary, to
accept compromises gracefully. With cooperation, a working relationship based on trust
and continuity of contact will be established between the players.

17
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The most effective lobbying takes place in person. Telephone calls and letters are integral
parts of a lobbyist's repertoire. A personal interview, however, means that you can hold
the attention of a decision-maker, ask and answer questions, assess the body language
and tailor your points carefully. What follows are some helpful steps to make the most
of your personal interview.

For an interview, planning ahead is essential. You need a clear objective for the meeting,
and correct, relevant information to support your position. The information you have
amassed needs to be succinct, not too detailed. Prepare an executive summary to leave
behind, and highlight important points. Politicians and administrators are very busy.
You want to give them accurate and helpful information quickly and easily. Giving an
anecdotal case study will put a human touch to a problem you want to address. If there
are cost implications in your proposal, it is useful to calculate them. It is also important
to anticipate possible objections to your position.

Although most politicians and senior administrators run late, it is important to be
punctual for your appointment. When you meet the decision-maker, make physical
contact by shaking hands. As most people are visual learners, they appredate visual
prompts for remembering a name. If you have a business card, then, offer it to help the
person remember who you are, what organization you represent and how vou can be
contacted. When you are introduced, make sure that you know the name of the person
you are lobbying! It is not unusual for electors to mix up names, especially if the elected
official is a part of a board or council.

When you present your case, be brief. You probably will be allotted ten to fifteen
minutes. Your preparation and intimate knowledge of the subject will allow vou to
speak with confidence. Use notes to help you remember the main points. While vou will
know far more specifics about your issue, the decision-maker will know more about the
context of your issue - whether it will fit into the priorities of the organization or
government, whether it might be financially feasible, and whether there may be some
sort of consensus around the issue. While acknowledging vour self-interest, as a parent,
teacher or concerned citizen, you can certainly invoke the interests and svelfare of ot .s
in showing the value of your proposal. Will it be good for children? Will it enhance :he
community? Will it help a disadvantaged group that has “fallen through the cracas” of
the present system?

18 21
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Politicians and bureaucrats, especially these days, hear a lot of complaints. In fact, many
spend more time putting out brush-fires and dealing with complaints than on the more
positive role of policy-making or policy-implementation. Your lobbying will be more
effective, then, if you tap into the affirmative aspects of their jobs. Present suggestions for
new policy initiatives or different delivery modes. Above all, stay positive and
constructive. Concentrate on what can be, not on what has been. These people want to
know what can be done right, not what has gone wrong.

It is prudent to stay on topic. While you are lobbying, your issue is a common concern,
about which you hope to reach some level of agreement. If the conversation strays to
other subjects, you may find yourselves with opposing views that are strongly held and
irrelevant to your cause. Stick with commonalities, and don't risk disagreement. Make
your points clearly. If you sense that you have an unsympathetic audience, stay calm and
polite. The person may need a chance to confer with colleagues or to think about the
merits of your case a little more. There is always a possibility that the decision-maker will
see the wisdom of your arguments later. Ask if there are any questions, and if you can't
answer them, respond in writing later.

Lobbyists rarely receive any sort of immediate commitment for their issues. Instead, they
have to wait for political or bureaucratic assessment, consultation and evaluation. In an
interview, it may be tempting to tell an elected official how to vote on an issue or to
threaten to withdraw support in the next election if a vote isn't forthcoming, but the
reasonable course is to refrain from both these actions. You want to be perceived as
positive and helpful at all times.

Politicians and bureaucrats do not act alone. They act as part of boards, caucuses, councils
and committees. One person’s support, then, may not signal success for your lobbying
efforts. If a collective decision of a board, etc., fails to support your position, you will get
good political mileage if you thank the person(s) who argued on you: behalf and
acknowledge the fact that individuals are bound by group decisions.

Lastly, decision-makers will appreciate if you lobby by appointment only. They are very
busy people, with little time for their families and friends. They need their privacy at the
supermarket, the mall or on the street. Although we may sometimes see them as
symbols of administrative or political power, they are people too. They can feel alone,
vulnerable, upset or confused, just like the rest of us. By their own choice, they live in a

Qo 19 o9
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world of stress and conflict. If you respect their privacy and understand the tensions of
the job, they will be more receptive to your position in the long run.

In summary, your position as an advocate and lobbyist will be enhanced if you are well
prepared, brief and positive. An understanding of the context in which politicians and
administrators operate will allow you to keep your expectations geared to political reality.
If you consistently offer clear, helpful information, you will build a constructive
relationship that will serve your cause well.

ERIC 20 23
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Program Continuity and Curriculum Differentiation
Jim Brackenbury

For the past five years, Alberta Education has been designing new and revised curricula
to reflect the policy expectmtions of ‘Secondary Education in Albera’, issued by the
provincial government in june, 1985.

Included amongst the many considerations involved in designing new and revised programs
have been:
e careful attention to the developmental appropriateness of curricular
expectations;

e clear specification of expected leamer outcomes;

e provisions for adapting curriculum to meet the wide range of student needs
and abilities;

e careful attention to continuity in leaming experiences from program to
program and from grade to grade;

¢ explicit integration of technology as a teaching, leaming and delivery tool.
Program Continuity

Students need a sense of connectedness in their leaming - how what they’re expecied to
leam in one class today relates to previous leaming and to leaming across the subject
areas.

A number of initiatives have been taken in designing provincial curriculum to improve the
continuity of students’ leaming experiences:

e as programs are developed, they’re carefully screened for developmental
appropriateness, including the sequencing of skills and concepts;

e care has been taken to identify leaming expectmtions on a grade by grade or
level by level basis (these enable clearer judgments as to whether a student
has met the expectations at a particular grade or level);

e programs (and program requirements) are being designed with greater
opportunities for flexibility in terms of student placement The Senior High
Handbook now permits not only the waiver of prerequisite credits but also
retroactive granting of credits.  Several junior high complemenmary courses
have been designed on a modular basis, at different levels of difficulty.
This enables the individual placement of stdents into modules and leveis
reflecting individual needs and abilities;

e as courses. have been developed, explicit connections with other courses have
been built in. We have some exceilent examples of this in junior high - both
between core courses and between core and complementary courses. Several of
the new complementary courses are designed to build on and extend leaming
from core courses.

21
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Curricuium Differentiation

Although current programs are clearly defined in terms of expected leaming outcomes,
there remain rich opportunities 1o respond to the diverse needs of students:

¢ elective component of courses. Every course is designed to include
provisions for adapwmtion to meet the individual needs of studentss (the new
junior science program and textbooks provide excellent examples of this).

¢ selection of complementary courses. The current array of junior high
complement@ary courses affords a rich array of intellectually stimulating
exciting and chailenging experiences - ranging from Ethics to Agriculture to
Computer Studies to Drama and, yes, to Environmenwi and Outdoor Education.
€ach one of these builds on a high level of student interest with careful
attention to the intellectual integrity of the subject area.

e variety of leaming resources, and increasingly within leaming resources,
provisions for differentiated activities by individual students

e at the senior high level, altemative course sequences (e.g., math, science,
social studies, language arss)

e :rovisions for locally developed courses at senior high and locaily
autharized courses at junior high (e.g., Intemational Baccalaureate)

o extending or complementing provincial courses through addition of local
components or by assigning extra instructional time to particular subject
areas e.g. junior high ‘flex’ time within 950 hours

¢ providing aitemative methods of school organization that best suit the needs
of their students. For instance, jurisdictions are encouraged to adopt
citematives 1 the current Camegie Unit organizational modei (one credit =
25 hours of instructional time) at the senior high level where the
aitematives are in the best interess of individual students.

o offering altemative programs that may emphasize a particular language,
culture, religion, or subject matter, or use 3 particular teaching philosophy
(section 16 of the School Act

Section 44 of the School Act permits a board o develop and offer courses, programs. or
instructional materials for use in programs or in schools, subject to swndards that e
Minister may prescribe under Section 285.

Conclusion

We believe that current curricula in Alberta provide significant: Opportunities W
stimulate the giftedness in all of our studens and for the special gifs in each ‘o
emerge. rograms like our new junior high science are designed to allaw for personal
self discovery, exploration, risk aking and a sense of persanal accomplishment.

No prog~m, however weil conceived, and no instructional resource n or snouid oe
desig~+ : as ‘teacher proof®. That's why we’ll continue 1 depend on the teachers of mis
proviuce as the real key o bringing out the giftedness of our students.
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Resources for Parents
Barbara Brydges

The telephone in the Centre for Gifted Education rings aimost daily with calls from
parents of gifted children. The questions very - inany parents are concerned about whether the
schonls are meeting their children's intellectual needs; some want confirmation of their intui-
tive, and usually correct, judgement that their child is exceptional; others seek advice on how
they can help their children deal with less gifted peers or siblings. In the end, all the questions
come down to how they, as parents, can assist their children to reach their individual potential.

The purpose of this presentation is to provide an introduction to some of the resources. in
the form of books and community groups, which are available to parents seeking information
and support. The suggested readings have been selected both to provide parents with a general
knowledge base about gifted children, and to address specific common concerns such as provid-
ing sufficient stimulation for preschool gifted children; overcoming underachievement; the
special problems associated with being a gifted girl; or the dilemma of having a gifted child
who is also learning disabled. Some of the titles are drawn from the Centre for Gifted Educa-
tion's brochure Your Gifted Child: A Reading List for Parents which is available free and
which has been distributed as a suggested buying list to all public libraries in Alberta.

Books - General Works

Alberta Education. (1986). Educating our gifted and talented students in Alberta: A resource
manual for teachers. (ACCESS Network has produced an accompanying six-part videotape
series Serving the Gifted and Talented.)

This manual, a synthesis of current thought on gifted education, is intended to be a resource for
teachers, administrators, trustees and parents in Alberta. It includes a summary of Alberta

Education's policy on placement alternatives for children with special needs and excerpts those
portions of the Department's Program Policy Manual which deal with service to the gifted and

talented.
L 2 %

Davis, Gary A., & Rimm, Sylvia B. (1989). Education of the Gifted and Talented (2nd ed.).
Englewood Cliffs, NJ: Prentice Hall.

This simply written text is based on current research and will be of vaiue to teachers and parents
alike in developing an understanding of the psychology and educatioa of gifted children. It
provides one of the clearest and most comprenensive overviews of the subject availabie at the

present time.
3 3 e x
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Speed, Fred, & Appleyard, David. (1985). The Bright and the Gifted. Toronto: University of
Toronto Guidance Centre.

Two Canadian educators provide an overview of the hows and whys of contemporary North
American education for the intellectually able. Very useful, not only for its Canadian perspec-

tive, but because of its clear and realistic explanation of current practices and problems.
Mkl

Perino, Sheila, & Jossph. (1981). Parenting the Gifted: Developing the Promise. New York:
R. R. Bower.

This book is designed to help parents become partners in the educational process, by becoming

participants in the identification and development of their gifted child.
a0t 20¢ e e

Ta.kaés, C. A. (1986). Enjoy Your Gifted Child. Syracuse, NY: Syracuse University Press.

The title expresses Takacs' motivation for writing this guide to the emotional aspects of raising a
gifted child. She encourages parents to stop worrying about how well-rounded and "normal”
their children are, and to cherish and nurture their individual talents and develop their self-

esteem.
. ek e

Smith, F. (1986). Insuit to Intelligence: The Bureaucratic Invasion of our Classrooms. New
York: Arbor House.

This stimulating and thought-provoking book does not deal specifically with gifted educauon,
but its title shows its relevance. Smith forcefully contends that drilling, testing and grading on
isolated bits of information, which is common practice in schools, has nothing to do with how. or
why, children leam.

Books - Topical Works

Preschool Children

Saunders, Jacqueline, & Espeland, Pamela. (1986). Bringing Ous the Best: A Resource Guide
for Parents of Young Gifted Children. Minneapolis, MN: Free Spirit.

A practical resource book for parents of gifted children from two to seven vears of age. [tdeals
with commonly-encountered challenges such as coming to te: ms with giftedness. gitted parent-

ing skills, coping with preschools and schools, and parent burnout.
46 46 246 3¢
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Smutney, J. F., Veenker, K., & Veenker, S. (1989). Your Gifted Child: How to Recognize and
Develop the Special Talents in Your Child from Birth to Age Seven. New York: Factson
File.

The authors incorporate the best child development research with the literature on giftedness to
provide parents with the knowledge to identify and nurture their children'’s gifts and to become
more effective advocates with the schools.

Emotional Guidance

Addcrnoldi-Elliot, Miriam. (1987). Peryectionism: What's Bad About Being Too Good?
Minneapolis, MN: Free Spirit.

Intended to help gifted and other adolescents avoid the dangers of perfectionism, this book is
also useful to parents who want to help their children achieve balance in their lives. The author
stresses the difference between the pursuit of excellence and striving to be perfect and offers

practical advice on how to “ease up on yourself."
L 2.1 .1

Webb, James, T., Meckstroth, Elizabeth, & Tolan, Stephanie S. (1982). Guiding the Gifted
Child: A Practical Source for Parents and Teachers. Columbus, OH:

A psychologist, a counsellor and a novelist address parents' most frequent concerns about the
emotic:ial needs of gifted children, including motivation, discipline, stress, depression, sibling
and peer relationships and communication. Parents may empathize with Tolan's “open letter”
expressing her frustration with the school system over the education of her exceptionally bright

6 .
Gifted Girls
Kerr, Barbara A. (1987). Smart Girls, Gifted Women. Columbus, OH: Ohio Psychology.

This very readable book originated with the author's attempt to understand why her female
classmates from a school for high achievers had not fulfilled the promise of their childhood. She
looks at the barriers to women's achievement, the conflict between social expectations and
personal potential (particularly beginning in adolescence), and gives thoughtful suggestions for
parents of gifted girls fr ~m preschool through university
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Learning Disabled Gifted

Fox, L. H., Brody, L., & Tobin, D. (Eds.). (1983). Learning-disablzd/gifted children.
Identification and programming. Baltimore, MD: University Park Press.

A highly academic collection of articles about a newly recognized group of children, which will
inform concerned parents about the areas of research currently under investigation. Nothing of a
more popular nature is currently available on this t pic.

Reading
Baskin, B. H., & Harris, K. H. (1980). Books for the (ifted Child. New York: R. R. Bowker.

The authors, a teacher and a librarian, are committed to the belief that books and reading are of
primary importance to the intellectual development of gifted children. They begin with a
thoughtful chapter on the intellectual aspects of the reading experience, and taen provide an
annotated list of 150 contemporary childr=n's books chosen because they are cognitively chal-
lenging and ignite the imagination. The books are suitable for children from preschool to grade
six.

Underachievement
Rimm, S. B. (1990). How to Parent So Children Will Learn. Watcrtown, WI: Apple.

Rimm expands on the idea expressed in her earlier book, Underachievement Syndrome: Causes
and Cures, that parents accidently perpetuate underachievement problems by reinforcing nonpro-
ductive patterns. She recommends and explains techniques that parents can use to provide a
home environment which encourages children's love and respect for learning.

Community Resources
Alberta Associations for Bright Children

This parent organization welcomes as members anyone interested in the education of bright
children. By working together, parents can become more effective advocates with the school
systems. The local chapters also function as support groups for parents and some offer ennch-
ment programs for children. For more information contact the headquarters at:
Bright Site
11325 - 61 Avenue
Edmonton. AB. T6H 1 M3
Telephone: (403) 438-1340

©
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Calgary parents can learn more about the Calgary society, called Action For Bright Children, by
calling Helen Beach (289-2894) or Rea Gill (243-1132).

ASPEN (Alberta Special Education Network)

ASPEN is a province-wide, computer-based information and communications network which is
available free of charge to anyone with access to a personal computer with a modem. Parents
with an interest in gifted education can participate in the electronic discussions which occur in
the gifted and talented forum. For more information and a copy of the user's manual contact:
ASPEN Administrator
Education Response Centre
6240 - 113 Street
Edmonton, AB. T6H 3L2
Telephone: (403) 422-6326
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Creative and Talented Studies:
An Application of Betts' Model of the Autonomous Learner
Rod Burgess

The Creative and Talented Studies Program wag initiated
in the Spring of 1986 as a requirement of the Calgary Board
of Education's directive tha% all Calgary Public High Schools
offer a program for gifted and talented students. We
researched programs that were already in place at other
Calgary High Schools, as well as programs in New York,
California and Florida. The information gathered indicated &
that the uniqueness of James Fowler High School (60-40 split
non-academic to academic) required a program that would apply
and appeal to all our students and not Jjust the top academic
ones. Thus, the Creative and Talented Studies Program.

The program was presented to the school's Administration
in the Fall Of 1986 and the first students were registered in
the course in the 1987 Spring semester.

Dr. Gearge Betts Autonomous Learners Model was used as
the basis for the course. This model is geared to students
"becoming involved in their own learning with the idea that
through this involvement they can become independent, self-
directed learners" (Betts 1985). As the overhead shows there
are five dimensions to the model - Orientation, Individual
Development, Enrichment Activities, Seminars and In-Depth
Study. When we look at the timeline that Betts sets out for
the program we see that it is planned to run for three years
with various dimensions offered for varying lengths of time
over that period. Each of the dimens ions has a specific
function leading the learner into further independent learning.
At the end of three years the student will have not only learrned
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how to plan and use time, how o develop reasearch'techniques.
how to develop and complete a project, but also how to use
these skills to present the completed work to an appropriate
audience and apply the knowledge to future carser decisions.

_However, all of the above is contingent upon the student
choosing appropriate areas of study. Betts talks of "passiom
Those things that each of us are truly interested in. It is
vital that the student now what his/her passions are. For
many students this is the hardest part of the program. 3Betts
allows almost half of the student's time to investigating and
arriving at th.at decision.

Unfortunately in the real world of High School we just
don't have the amount of time that Dr. Betts proposes. And so,
with apologies to George Betts the CATS program has modified
the Autonomous Learners Model. At James Fowler we have left
out one dimension of the program entirely - Seminars - reduced
the scope of twe others - Orientation and Enrichment. Activities-
and placed our main emphasis on Individual Development and
In-Depth Study.

The selection process for CATS students is an integral par?t
of the program. James Fowler is a semestered school. This means
that students must be chosen in the semester pre ceding <he one
in which they take the course. Using the Fall semester as an
example the school professional s+aff are approached in aid-
October and asked to submit the names of potential candidates
for the program.. They are asked to identify students who have
demonstrated talents and ability in either a specific course or

who have shown all-round ability. This is not restricted %0
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academic ability. In rfact, it is often easier to identify those
students who display gifts in artistic and industrial areas.

The Guidance Department is also asked to identify students
who have ach ieved high academic scores at Fowler or in their
feeder JUnior Highs. Once these students have been named the
teacher submitting the name is asked to complete an anecdotal
report and a checklist on the student. These give a €eneralized
overview of the student's ability and apparent talents and
interests.

The students are in vited to attend an explanatory meeting.
During this time a cour se description is presented to them and
an expanation is given as to why they were invited. They are
requested to filll in a self-evaluation instrument measuring
their perception of their abilities and creativity. They are
also asked to have their parents fill in a similar instrument
about them. Originally, during the first two semesters the
course was offered, parents were invited to an orientation meeting,
but this proved very time consuming. Finding an'acceptable
time and having to follow up or track downwho did not attend
proved onerous and not particularly productive. During the
last three semesters the nature of the program has been exp lained
and promoted through the Guidance Department, brochures and
visits to Junior High Schools.

Once all the documantation is collected a decision is made
by the instructor, in consultation with Guidance, as to the
acceptability of the student. In rcent semesters the numbers

of students has risen to twenty and if it goes higher we will




SAGE 1990 - CONFERENCE PROCEEDINGS

#

e forced to place a limit on the number of students accepted
into the course.

Once a student is accepted Guidance rearranges the student's
timetable, if necessary, for the next semester. CATS is always
offered in the last period of the day and this may mean a
student must drop another course or change the order of his/her
courses. CATS is considered to be a Special Projects cou'se
by the Department of Education and carries a five cra2dit value.

The course begins with students examining their own needs
and goals. They are asked to assess thelr uniquene 'ss, their
maturity, their work and study habits and their areas of interest
in and out of school. All this material is confidential to the
student. Phase .Two begins with a series of activitiles intended
to imp rove their work and study habits. Methods such as SQ3R,
SO RF, Summary and Notetaking are examined. Several short
assignments intended to introduce them to the facilities in the
school Library are carried out. Also, during this Phase they
ars asked to start to display their creative abilities. They
take the NASA Moon Test and must do at least one shart term
preparation creative presentation to the class.

Finally, they are introduced to De Bono's CORT Thinking
program with emphasis on the section on creativity.

The Third Phase involves understanding and developing
interpersonal skills. The students take the Greguric Personalizy
Inventory and several instruments to measure learning styles.

The time frame for completing all these activities is
approximately three weeks. During this time they are asked to

consider possible projects with timelines of six to seven weexs.
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At the end of the third week the students complete Betts'
in-Depth Study Contract form. This requires them to define their
troject, their rationale for the project, their objectives and
to give a detailed plan of what they will do to accomplish their
project. This is discussed with the instructor and é%ustments_
are made, if necessary. A regularly scheduled meeting time is
set for the instructor and student to meet to discuss the student's
progress. Students must complete a weeily plan and maintain a
daily diary.

In many cases the students are maired with a uentor. This
is wusually a tea cher iun the schoo., but on occasion, stur.ents
have paired with people from the business community, the ‘
Urivers.ty, service clubs and other schools.

What kind of prqyects do they choose? CAIS offers an
opportunity to go beyond the regular High School curricula.

While many projects are linked to courses offered in the syllabus
- music, art, wood work, drama, biology - many others transcend
the curricula - parachuting,taxidermy, working with the deaf,
ventriloguism, Indian lore and heritage and archite¢.ture.

If the Department of Education allowed it this course would
be on a pass-fail basis. This is not prurmitted so we have
arbitrarily set 75% as the lowest grade achievable (y}th the
exception of failurss). It is not the intention Qf a course like
CATS to measure the creativity and talent of the students enrolled.
Instead, this course is meaat to start their creative juices
flowing. How can you compare a project in computer animaticu

with one in hydroponic farring? I can’'t. 3But to comply with




SAGE 1990 - CONFERENCE PROCEEDINGS

Department of EZducation regulations we musi give a grade to ezcn
student. To do this we measure, rather subjectively, the time
and e/fort that has gone into each project in terms of research,
preparation for presentation, the quality of their daily diaries
and finally their presentation to the class. This last as7pect
also measures their interperscnal skills ir the areas of speaking
ability and auestion and answer tachniaues.

One of the expressed purposes of this course is to help
atudents develop better learaing technicmues and to be able to
transfer this to subsenuent courses. The data collected does nov
indicate that there is a marked improvemant in the cognitive area.
Most students' G.P,A.'s remain constant over their three years
of High School regardless of when they take the CATIS course.
However, there could very well bde improvement in the affective
arsas. Many students have stated that CATS has given them a
more positive attitude towards school and made them more inquisitive.
In at least three cases - drama, arc and working with the deaf-
students have gone on to further studies that they wovld nat have
considered without being introduced to these ares in the CAIS
courss. So, is there future success in other courses because
of this au.rse? No, if wou only examine G.P.A.'s. Yes, if you
look at the broadening jnterests the students have developed.

The Calgary Public High School systsm is a pit of 4 208
eat dog world when ‘t comes %o attracting the academizall: ilsed
and creatively talented. The introduction o the INternaticnal
Baccalaureate pruyram approximately ten yeirs ago made two of

our schcols the "shining lLights" in the Srstem. With the ending
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of school boundaries the top academic students were quickly
drawn to these schools. This meant an apparent downgrading
of other schools academically. The answer was to try to attract
atudents with specialized programming. Some schools promoted
qthletics, others fine arts and ours used its vast array of
indus*riasl arts courses. But these were not enough. You must
appeal to all students and thus, you need a broad based program.
CAT: is but one facet of this. However, its uniaueness appeals
to both acacemic and non-academic students. It says, "James
Fowler is a school where you can fulfill all of your curriculum
re~ruirements and still have the opportunity to experiment - to
stretch your imaginatior and test your creativity”. Like a glossy
advertisement it says, " Come to Fowler where you can iry
something new - something that no other school can offer you".
Finally, NO! This is not a program for all students.
Those who need close supervision, those who lack self-motivation
and hard core concrete seruentials will not be very successful.
Every semester one or two students are invited into the rrogram
and it is a misplacement for them. Some refuse to do the work,
some become extremely frustrated and others leave unfulfilled.
When we see one of these students we attempt to counsell them ocut
as quickly as possible and place them in another course. On
occasion students fail because of their inability to cope and
our inability to see it in time. But, our overall success rate
is phenomenal. As a student said a year ago, "Before I took CATS
I knew I was going to University. Now I imow what I want to take
when I get there " She is presently registered at U. of C. in the

pre-Education program because she is going 3o teach deaf children
in five years.
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A Strong Case for School Subject Tests as
Identification and Planning Instruments
Alan L. Edmunds’

INTRODUCTION

The last three decades have seen IQ tests and other sundry instruments
dominate the idantification and curriculum planning processes of gifted educaticn.
This results in little correspondence between the way in which giftedness is defined
and the way in which gifted education is programmed. On one hand, students are
identified by 1Q scores, yet on the other, they are placed in a gifted program that
emphasizes math, sclence, social studies and other such specitic subjects because
this is what school is all about. The operational constructs of the identification
instruments have little implication for programs that teach school subjects. Hitchfield
(1973) stated that the probabiiity of predicting high achievement " in a number of
different school subjects . . . from IQ . . . was very small indeed (p.34)." If educators
want to successfully predict achievement in a number of different school subjects,
school subject tests must be used.

Differentiated Curricylum

In many ways, curricula are not meeting the educational needs of the gifted.
Kaplan (1989) discussed many aspects of gifted curricula and concluded that
ditferentiated curricula must derive its tenets from the primary objectiveé of the reqular
curriculum. A curriculum model based on school subject tests and school subject
curriculum would fit that requirement. The fact that this is what is used in schools
illustrates that it has been adequately researched and has preven effective in teaching
the gifted. This model would be developmentally appropriate for each student in each
subject area because the assessment criteria would be relevant to the material being
taught. The ultimate test of a curricular modei would be its addressment of the
following questions: '

1) Is the curriculum difterentiated for the gifted?
2) Is the curriculum approprate for the gifted? (iKapian, 1986, p.129)
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Curriculum based on and programmed from school subject tests would be
ditferentiated and appropriate for the gifted. An example is a grade four student
completing grade eight science because it is suited to the skills and mastary of the
child. 1t is diftarantiated because it is not appropriale curriculum for regular grade four
students and it is appropriate because it addrasses the individual needs of the gifted
student in science.

Ancther area of support comes from the two major curriculum maodels in gifted
education. They are either general in nature and advocate enrichment, or they are
specifically focussed and advocate accsleration. it is obvious that the adoption of ane
calls for the exclusien of the other and, as has been noted by numerous resedrchers,
this either/ar scenario has not addressed all of the educational needs of the gifted. A
blend of the two is needed but it appears that a many such approaches are being
useed without strong research evidence (Shore,1988), hence, are without value to the
sducation of the gifted. Van Tassel-Baska (1986) ikened these approaches to a
recipe.

Throw together & special unit on the latest topic of interast in the larger socio-
cultural context, add creative problem-soiving, mix with higher level thinking
skills, and stir in a special research project until done (p.164).

Given this, educators are no further ahead than when they were arguing the
enrichment/acealeration issue. What needs to be put in place is a curriculum model
that can be transiated into an implementation and research base wherse its
effectiveness can be continually tested and assessed. Schocl subject testing and use
for planning education programs meets this need.

E ' hing P

The advocacy of gifted education cannot be taken for grantea and the dest
advocate is etfective teaching practices. The pioven curriculum practices of schooi ars
the subjects of math, science, social studies and others. Shore (1988) examined
whether the professional literature supported the many theory-driven practices being
used in gifted education. He reported that numerous theory-driven program practices
were not substantiated. hence, should not be gracticed. Instead of letting quasi-orcven
theories of gifted education drive curriculum practices, ecucators shculc make proven
curriculum practices drive gifted education, the proven gractices cf schcel sudject
teaching.
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Developmental Approprialeness
Developmentally, it would be in the best interests of gifted students to use
school subject tests for identification and program planrning. Feldman's (1986)

developmental framework provides a mechanism for such an examination.

First, developmentalists tend 10 emphasize processes of intellectual functioning,
rather than underlying traits of various kinds and sizes. Second,
developmentalists chart sequences of stages or lsvels of mastery in preference
to attempting the measurement of general abliity. Finally, stage
developmentaiists in particular have recently begun to see giftedness as
domain-speclfic (Feldman, 1986; p. 286-287).

When this perspective is applied to schoo! subjects, the result is, school subjects that
develop intsllectual processes, are developmentally appropriate acress a continuum
of levels of mastsry (grades), and are domain speclfic, as in math, science, social
studies.

The essence of gifted education is the particular attention paid to the
individualization of educational programs. Instead of having a "gifted program”,
schools should have Individualized programs for each gifted child based on abilities in
the various schoo! subjects. This individual development focus would not or., address
how qifted chiidren difter from each other in each school subject, but alse, how gifted
children differ within themselves In each subject. To appropriately place students in
each subject, school subject tests must be used. Any child who has mastered the
curriculum beyond grade level is "Intellectually underserved" (Ksating, 1889). One can
only imagine the boredom and frustration of a grade four student who is ready for
grade seven curriculum, yet has te endure three more years of instruction on material
that is already mastered.

~oanitive Dift

Cognitive leval is viewed by many (Shore, Hymovitch and Lajoie, 1982; Brown
and Yakimowski, 1985) as the factor that differentiates the gifted from the non-giftec.
Cognition research seeks to answer questions by examining or reexamining the
results of psychometric studies, primarily the construct of intelligence. Acceording to
Shore (1986), cognition is not a precise term.

It includes performance in thinking, learning, memory, cognitive styles, problem
solving, and similar activities. There are fuzzy boundaries between these
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processes and between cognition and other processes In the affective or other
domains: these boundaries should probably be regarded as defining focus, not
exclusive territory (p.24).

None of the above mental activities act in isolation, rather, they act in a
multidimensionality of unisons. How, then, ¢an educators ascribe to determining
differances between these "fuzzy" constructs with any hope of making them applicable
to the schaoling of the gifted?

A mors educational view of cognitive differencas Is the developmental concept
of "decalage” offered by Piaget (discussed in Cowan, 1978). Decalage refers to the
nonparallal cognitive development that accurs relative to the different domains of
lsarning. Plaget discussed horizontal decalage as nonparallg! stage develcpment
across diffarent domains while vertical decalage referred to nonparailel deveiopment
that occurs among or ovar stages within a domain. In simple terms, this means that a
student may be better in math than In language ans and may be better in geometry
than algebra within the rubric of math. A school subject assessment battery tc
determine decalage in each subject area would identify the strengths and weaknesses
of all students, removing the "slitism" label attached toc ma.1y gifted programs. There
would not be gifted and non-gifted students, just students with varying abilities in
school subjects. It would have much more appeal for parents, teachers and
administrators alike. Another benefit would be a contribution toward diminishing of the
myth of the "well-rounded" gifted child. Currently, identification and entry into a gifted
program comes with this kind of baggage. Alternatively, a school subject assessment
and programming base would glearly outiine the strengths and weaknesses of each
student and not hint that the gifted student should be outstanding in all school areas.
Also. school \wauld no longer ba out of step wiih other parts of the lives of the gifted.
School would now closely match the continuum of lite which demands preparation ‘or
all of lite.

CONCLUSION

The evolution of effactive curriculum and instruction for the gifted has reached a
stage where uncertainty reiyns and the gifted are not being as well served as is
possible. This is primarily due to the domination of IQ and other such tests for the
identification and program planning of the glfted. This is the classic case of irhe
unproven research driving the practice of gifted education. There is a definite
mismatch between that which these tests measure and that which the schocl
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curriculum offers to the gifted student. Educators must realign the identification and
planning criteria with the school curricuium. This can be accomplished through the use
of school subjsct tests. It is a classic situation wherein proven practice could very well
drive the practice of gifted education. Once the use of school subject tests is
acknowledged as a viable model for gifted education, all of the other aspects of gifted
education can be assessed from this established and proven base of curricuium
practice. If not, the uncentainty, recipes and possible disservice will continus.

Brown, S. W. and Yakimowski, M. E. (1985). Gifted intelligence scores on the WISC-R:
What's different about them? Paper presented at the annual meeting of the
American Educational Research Association, Chicago; April.

Cowan, P. A, (1978). Piagei With Feeling: Cognitive, Social and Emational
Dimensions. New York: Holt, Rinehart and Winston.

Feldman, D. H. (1986). Giftedness as a developmentalist sees it. In R. J. Sternberg and
J. E. Davidson (Eds.). Conceptions of Giftedness. New York: Cambridge
University Press, p.285-308.

Hitchfield, E. M. (1973). In Search of Promiss. London: Langman.

Kaplan, S. N. (1989). Differentiating Curriculum, Lecture presented at the Alberta
Colloquium on Giftedness, University of Alberta. Edmonton, Alberta: Sept. 27.

Kaplan, S. N. (1986). Qualitatively differentiated curricula. In J. Maker (Ed.) Critical
Issues in Gifted Education. Rockville MD: Aspen, 121-149.

Keating, D. P. (1989). Curriculum Options for the Jevelopmentallv Advanced: A
Developmental Alternative to Gifted Education. Lecture presented at the Alberta
Colloguium on Giftedness, University of Alberta. Edmonton, Alberta: October 25.

Shore, B. M. (1989). Building a Solid Professional Knowledge Base. Lecture
presented at the Alberta Colloquium on Giftedness, University of Alberta.
Edmonton, Alberta: November 22, 1989.

Shore, B. M. (1986). Cognition and giftedness: New research directions. Gifted Child
Quarterly, 30:1, 24-27.

Shore, B. M., Hymovitch, J. and Lajoie, S. (1982). Processing differences in relations
between ability and fleld dependence. Psychological Reports, 50, 381-398.

Van Tassel-Baska, J. (1986). Effective curriculum and instructional modeis for
talented students. Gifted Child Quarterly, 30:4, 164-168.




SAGE 1890 - CONFERENGCE PROCEEDINGS

Teaching Thinking: Enhancing Learning
Alberta Education's Principles and Guidelines for Teaching Thinking
Alan L. Edmunds

Alberta Education's Secondary Education Policy (1985) and Education Program
Continuity Policy, ECS to Grade 6, (1988) emphasized the importance of teaching
students to think, solve problems and make good choices.

Principles and guidelines for teaching thinking, ECS to Grade 12, have been
developed and published in a new resource document, TEACHING THINKING:
ENHANCING LEARNING (Alberta Education, 1990).

In this teaching resource we offer a definition of thinking, describe nine basic
principles on which our suggested practices are based, and discuss possible
procedures for implementation in schools and classrooms.

"Thinking . ... the mental processes and skills we use to shape our lives."”

GUIDING PRINCIPLES

Nine guiding principles provide a starting point from which all educators can
explore ways to enhance the explicit teaching of thinking.

Students can improve their thinking skills.

Students should have opportunities to improve their thinking skills.

Educators should instruct students in thinking skills.

Educators should use a range of strategies in teaching thinking skills.

Educators should make use of life experiences and school subjects in

teaching thinking skills.

. Educators should have opportunities to learn about thinking as well as
how to teach thinking.

. Educators should use appropriate evaluation techniques to assess thinking
skills.

. Administrators can and should ensure positive attitudes toward thinking
in schools.

. Alberta Education should make explicit the teaching of thinking in

curricular documents.
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These principles, though possibly appearing like motherhood statements, do
provide a philosophical base for programming. As well as outlining the roles of
various participants, they also indicate some basic positions such as: thinking
skills should be explicitly taught but integrated into existing subjects and courses,
and no particular programs for teaching thinking are advocated by Alberta
Education, but an approach and program that best meets the needs of each
school community. This also acknowledges the good and varied programming
for thinking going on in many Alberta schools.

The new resource book has suggestions for teachers and schools wanting to
develop and implement school and classroom programming. School
communities should:

. explore the teaching of thinking through a review of the literature and
other professional development activities

. create a feasible local approach to the teaching of thinking

. make decisions regarding specific teaching thinking procedures in their
school, and

o implement the selected approach.

Skillful thinkers exhibit certain attitudes. We identify four prevalent
dispositions that thinkers can experience. These dispositions exerplify thinking
and life goals for all learners.

Thinkers are. . . . DISCOVERERS
CREATORS
EVALUATORS
PERFORMERS. . ..

Discoverers search for new information, experiences and feelings; creators
experiment with a variety of approaches, transforming ideas in their own way;
evaluators analyze risks, test assumptions, follow their intuition, weigh
evidence and make decisions; performers take ideas into action, overcoming
obstacles and achieving their goals.

The overall goal of teaching thinking is to develop autonomous learners. This is
a marked change from being a directed or reproductive learner and it implies
changes in the traditional roles of student and teacher. Some characteristics ot
the old and new roles are described in the tables below.

©

ERIC

Aruitoxt provided by Eic:

44 44



SAGE 1990 - CONFERENCE PROCEEDINGS

Table 1

CHANGING ROLE OF STUDENT

REPRODUCTIVE THINKER AUTONOMOUS THINKER
e reproducing knowledge * creating and discovering
knowledge
passive recipient * active decision maker
e convergent, rule abiding * divergent, steps outside of
rules to create original ideas
e information narrowly focussed e information broadly
focussed and interrelated
one right answer e multiple solutions
mistakes are flaws * mistakes are learning
devices
external evaluation and direction e self-evaluation, self-direction
individualistic, competitive * collaborative
Table 2

CHANGING ROLE OF TEACHER

DIRECTIVE THINKING FACILITATIVE THINKING

* provision of knowledge * construction of knowledge

e disseminator e mediator, collaborator

* content focus * process focus

e information narrowly focussed e information broadly
focussed and interrelated

* general student assessment based on e assessment of student as an

common standards individual learner
¢ common instruction e accommodation of learner

differences
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For building thinking skills in classrooms many examples and activities are
suggested for teachers. Here's an example on visualizing.

Definition: Visualizing is the constructing of mental images, sensory
impressions, emotions or verbal linkages about a focus of
thought.

Skill Attributes:  Visualizing involves the creating of mental pictures related
to informatica and projecting physical sensations or
emotions to an idea, topic or theme. It can include a mental
linking or a mental discussion about the information in the
form of dialogue, story or action. This ability to link and
create meaning is a powerful tool in concept development,
comprehension and information retention.

Direct Teaching:  This skill involves guides direction in forming, recallin , 2
discussing the formation of mental images, sensory
impressions, emotions and verbal linkages. Create a mental
picture of information you are trying to process, put the
information into words or talk to yourself about the
information. Create sensory impressions, symbols or
emotions related to an idea. Put into words the sensation
and emotion. Visualizing can highlight information just
learned, assist in retrieving information and stimulate the
restructuring and creation of new ideas.

Application: ¢ Creating images related to concept. Expand images as new
information is gained.

o A teacher may direct the image formation while students,
closing their eyes, form their own picture, e.g. a buifalo
hunt on the prairies. "The warm sun is beating on vour
back while you crouch down behind a rock among the
bushes. You peer over to view the herd of buffalo and
observe another hunter approaching. You move in the
crouched position, adjusting the buffalo skin over your
body. You test the wind with a damp finger. You adjust
your direction.” Students can continue the image
formation, discuss their images and recreate the image oy
drawing or role playing. Factual information is more
easily remembered in the context of a meaningful story
that links historical information with a learner's presen:
experience.
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* Imagine a process before setting out to do it. The process
and steps of locating information in the library or
conducting a science experiment can be visualized. The
process of creating direction for actual activities.
Anticipated results can be compared with actual results.

* Form images for sensory impressions and emotions
related to story students are atout to read. Discuss
impressions, predicted relationships and then compare
impressions with actual reading,.

e Visualize topic or theme before creative writing.

* Visualize gymnastic movements or routines before
performing them.

* The sketching of mental images is a powerful thinking
tool. Differentiate between drawing (use of much detail)
and sketching (using as few lines as possible to create an
image). Images first end foremost must be meaningful to
the creator as they often retrieve past experience. Sharing
in a supportive manner can expand awareness of concept
attributes.

Metacognition, thinking about your thinking, is emphasized as crucial to the
development of all thought processes. This figure shows the variables involved
in metacognition.

METACOGNITIVE
STUDENTS
Have knowledge about Have control of their
their own thinking as | «¢«———— | own thinking, which
it relates to: facilitates:
personal the task learning/ independent, transfer to
strengths, thinking interdependent  other context
weaknesses, strategies learning
motives &
emotions
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Transfer of skills, moving beyond the lesson to use of skills in a new context, is
also stressed. The attributes of the skill must be transferred to the new context
with the help of the teacher who can guide the student to abstract the rules or
framework used in the initial learning to the new situation.

Evaluating thinking must involve evaluation of a school's or classroom's
programming for thinking as well as assessing growth in students' thinking. Of
course, growth in teacher thinking is also an important consideration. Several
instruments are provided to assist in these evaluation processes, but teachers and
schools are encouraged to design their own also. Below is an example of one of
the evaluation forms suggested.

Rate Your Thinking

Check items in each of the role areas, then cumulatively rate each one on a 1-5 scale.

Rate Your Discoverer 1 2 3 4 3
low high

I am alert and observant.

| gather information using all my senses.

I look beyond the information presented.

[ look for information in many and unusual places and sources.
[ brainstorm possibilities and keep adding new ideas.

— gy ey

Rate Your Creator 1 2 3 4 3
low high

[ look at information from many perspectives and points of view.

[ combine information in novel and unusual ways.

[ embellish ideas to create meaning and interest.

[ visualize new combinations and patterns of ideas.

[ can put ideas on the back burmner and let them simmer for a while.

[ can see humour in my ideas, follow intuiton and {zi. ‘ngs.

—r—— e — r—

Rate Your Evaluator 1.2 3 $ 3
low high

[ evaluate with criteria.

[ recognize assumptions, fallacies and bias.
. make predictions, examine drawbacks.

[ step outside my feelings.

| assess from others' points of view.

(
(
(
[
(

Rate Your Performer 1 2 3 4 3
low high

[ profit from criticdism and error.

| forge ahead persistently.

I seek challenge and take risks.

I have multiple solutions to problems.
| create opportunities for others.

I capitalize on resources around me.

[ follow through on tasks.

[bridge gaps in problems.

P T e T e P —————
et et et s v d et el s
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"Teaching Thinking: Enhancing Learning" "Focu Research'':
Their Place in_Gifted Education

In the past, many of the thinking skills that learners acquired were by
osmosis. In effect, you either picked them up from teachers, parents or others, or
you did not. It is obvious that this is an inefficient way of distributing the
information and thinking skills that teachers have acquired and want to pass on.
The Nation at Risk report by the National Commission on Excellence in
Education (1983) recommended that thinking skills be taught in the school.
Since that time, many writers/teachers in the area of gifted educaytion have
espoused the need for, and benefit of, the explicit teaching of thinking and
research skills to the gifted.

Gifted students, as other students, can derive great benefit from the
explicit teaching of thinking skills. This is not surpnsing given that many gifted
students usually possess superior cognitive processes. For this reason,
Teaching Thinking: Enhancing Learning and Eocus on Research have a lot to
offer téachers who decide to include the teaching of thinking in their curriculum
for gifted children. They provide teaching methods and materials that explain
the skills, how to implemant them, and where to find support resources for their
inclusion in every-day curriculum.

The primary links to gifted education for the above documents are below.

Teaching Thinking:

Enhancing Learning Focus on Research

- strengthen intellectual abilities - independent study is invariably
through practice/exercise. included in gifted education

- help students learn conscious « research skills are prerequisites
and deliberate strategies for reasoning, for discovery and autonomous
problem solving and critical thinking. learning

- increase students' understanding of
their own and others' thinking
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Using Art as a Means of
Identifying Gifted Children
Janet Evans

A society designates as “gifted” an individual who embodies those characteristics most
valued by the culture in which he lives. In North American society we may talk of gifted ath-
letes, or gifted artists or performers, but most often the term applies to those who possess general
intellectual ability. In our elementary school system, with its emphasis on written and oral
communication, the bright but non-verbal child is often overlooked. It is relatively easy to target
the child who enters grade one reading at a grade five level, or one who is able to express
thoughts and ideas and to demonstrate his curiosity about his world in articulate, well-thougnt-
out sentences. These are the children most usually considered for enrichment programs as it is
difficult to discovus potential in a child who does not express his ideas through language. Chil-
dren who are particularly hard to identify include those in the following categories:

- those who experience socio-economic deprivation

those for whom English is a second language

those who are not in the cultural main stream

those who are learning disabled

those who have experienced emotional or behavioral difficulties.
All 100 often, unfortunately, children in our high-needs schools may experience several or all of
the factors on the list and thus may gain little success at school, particularly if viewed in the
traditional way. All too often, little is expected of these children, and, as a result, they live up to
expectations.

In order to be identified as gifted, and then to be exposed to programming that will nurture

and challenge, a child must be given an opportunity to demonstrate his giftedness. The universal,

51

(O]



SAGE 1990 - CONFERENCE PROGEEDINGS

non-verbal language of art is one way of providing such an opportunity, as art is truly a univer-
sal language. The exuberant kinesthetic movements of the toddler’s scribble stage and the
ubiquitous blue clouds of the primary school child are found from Nepal to Mexico. The emerg-
ing schema which becomes steadily more complex provides tangible clues to the child’s emer-
gent thinking processes. Because the language of art is both universal and developmental, it
serves as an excellent vehicle to reveal ideas that cannot, for whatever reason, be communicated
through more conventional language forms. Psychologists have made use of such tests as the
Goodenough Draw-A-Person test as one indicator of intellectual development while Edward
DeBono used children’s drawings as the vehicle by which they could expruss complexity of
thought and ability to problem solve.

In looking at children’s art work with the idea of ascertaining level of intellectual develop-
ment, it is essential to be aware of artistic and visual stages as the child makes the journey from
random scribble to the development of an organized symbolic language which can communicate
ideas and demonstrate thought processes and problem solving skills. It is essential as well to
consider a wide selection of works in varying media fur even the most tentative conclusions to
have valid.:y. Just as spoken and written languag: consists of different vocabularies used in
formal and informal situations, so does the rich varied symbol system of visual language. With
these cautioné in mind, we can then apply some of the same critcx;ia to visual products as has
been tradidonally used in the verbal area. For example, memory, the ability to store and access
information as well as to generalize and organize information can be depicted visually. Through
art, we can identify the alert observer, the child who responds with sensitivity to the stimuli of
his environment. Productivity, the generation and execution of many ideas is often an indicator,
as is the ability to become absorbed in the task for a long period of time. Mastery of materais,

dexterity, speed and skill are other qualities to consider. Some other indicators ot girtedness-
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risk taking, a rich fantasy life and creative viewpoint may not be evident in the work of these
hard to identify children. It takes a great deal of self-confidence and a secure sense of belonging
in order to dare to be different, to take intellectual risks and to play with ideas. Many of these
children come from cultures where it is not considered proper for a child to question and chal-
lenge. Many of these children, in an attempt not to be different, seek the anonymity of the ordi-
nary, or the acceptance and accolades that are accorded those classroom artists who can accu-
rately portray a Simpson or a Garfield. A sense of humor and wit can often be found in the
drawings of these children. The ability to elaborate and to simplify, reducing ideas to their
essence are techniques to watch for.

All in all, there is much to see and to discover if we can learn to look. Not all gifts can be
measured with a WISC-R. Lives of both teachers and children are enriched when hidden poten-

tial is discovered and chaiieged.
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Distance Education in Alberta
Tom Gee

Distance Education: what it is

To provide a funding and monitoring framework for the distance education program, Alberta
Education uses the following definition:

Distance education is defined as the use of any appropriate means to elininate distance berween
student and teacher in rrder to enable the school to provide courses not otherwise available from a
teacher locally by traditional delivery methods due to a) insufficient student numbers in these courses.,
or b1 absence of an on-site specialist to deliver these courses.

The distance education classroom may have anywhere from two or three to 10 or 12 courses underway
atone ume. An in-school distance leamning coordinator and distant tutor/markers combine 10 provide
students with an opportunity to take these courses that otherwise would not be available.

Eighty-five per cent of the distance learning materials used in Alberta are used in small rural high
schools. The acceptance of distance education may be measured in the three-fold increase of paruc:-
paung schools in the first three years of the program.

Distance Education: the why and the how

Alberta is characterized by wide open spaces, long distances and a sparse rural population. [n most of
rural Alberta, students are bused to centralized schools. Sometimes these have small high school
components. Sometimes these schools are located outside the students’ own communities. Somenmes
the bus rides are very long.

Maintenance of the local high school, with a full educational program, is essential if equizabie
educational opportunity for all students is to be achieved.

Distance education takes the content expert to the student. [t combines the traditional teacher-student
relationship, the flexibility and variety of correspondence courses, and the delivery technology of
telecommunications. Disrance education gives students the benefit of increased course selecuon.
Courses vnavailable in a conventional setting are taught by subject specialists from a distance.

Students remain in their own local school. They're assisted by a classroom teacher and they receine
their teacher guidance from a subject specialist. The subject specialist may be in the students schooi.
a different school, the community, Alberta Correspondence School or on a farm many kilometers
away. The subject specialist may work from home or office.

Students access information, materials and resources by mail, telephone, computer, facsimile machine,
teleconference convenor, satellite receiver, or by video and audio casse te players. Telephones, fax
machines and computers give students quick response and evaluation ot completed assignments.

Producing the Goods

Alberta Education is dedicated to providing all students with equitable accezs to quality education.
When required materials are not commercially available through publishers and other suppliers. they
are created for tne courses. Most distance education materials are designed and printed at the Alberty
Correspondence School. All materials, either acquired or produced, are then supplied to Albertws
schools through the Leamning Resources Dismbuting Cenue. A full catalog of all matenals is prov:ces
to each school in Alberta.
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A brief history of Distance Education in Alberta

[n September 1987, 13 high schools in 10 school systems in southeastern Alberta began offernnyg aistana:
educauon in what was called the Distance Learning in Small Schools Project. In the first semester. 6o
courses were offered to 347 students. An addidonal eight courses and 239 students were added in :ne
second semester.

In September 1988, Project North added schools from 12 school systems in northwestera Alberta, ing
another 15 schools were added in the south. Students taking courses by distance education increasea 0
more than 1,100.

The Alberta Government established a Distance Education Equity Grant in 1989 to make possibie tne
acquisition of distance education equipment and staff in small rural high schools throughout Alberta.
Early indicators showed that distance educadon was cost-effectve, and that student results were
competitive with those from traditional instruction.

By September 1989, distance education was no longer offered o a project basis. [t had become part of
the way rural high school students receive their education in Alberta. Over 130 schools were paruc:ipating
They all had fewer than 150 high school students and almost all were located in rurai Aibema.

The Tools of Technology in Distance Education

Technology is vital to distance education. Traditionally, correspondence courses by mail nave rad « 3¢
completion rate by students. With distance education, the completion rate is 90%. Technoiogy
contributes to this dramatic increase by putting the student in closer contact with the speciuiist teacner inc
providing a faster turnaround on assignments, usually less than two days.

Facsimile machines ransmit assignments from student to subject specialist and back. Teieconterencing
provides live oral instruction in language study and other courses. Satellite dishes increase the rang2 o
television programming available. Computer managed learning (CML) provides immediate generaticr :
tests and feedback on answers. Computer assisted insruction (CAI) is on the honizon.

The Alberta Special Education Network (ASPEN) is a toll-free computer telecommunications servics
which includes a distance education conferencing network among its many services. These range ‘rom
¢lectronic mail to subject area forums to student conferencing.

Combined with conventonal print materials, technology will continue to grow in importancs i 12
delivery of distance ¢+ :cation programs.

Distance Education: the goals

. Enhanced opportunities for learning with more courses and broader choice of sudjects

. Benter designed learning resources using print and non-print media.

. Personalized instruction and continuous progress (n mult-grade and muiti-program Zeier

. Improved on-site learning centes.

. Use of communications technology to deliver courses and materials.

. Shared educational resources among districts and local or regional consorua.

. Partnerships among public and private sector participants 1o develop and deliver "the oest possinie
educaton to Alberta students, regardless nf where they live."
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To Be Successful It Must Be Invisible
Don Green

The title itself would seem to be a contradiction in terms. If we
were to take the advice of the great masters and blend tham together so
that we might select those components that support a very natural approach
to learning, we could in fact, make some interesting decisions about
Education. A blended approach to programming, which attempts to develop
the individual student’'s abilities as well as create academic risk takers,
{s one that blends all of the great ideas of the master teachers both past

and present.

A survey of the literature is likely to bring out t.ree rajor
statements which might guide our thinking as we make our programming
decisions. The first one would be; The quest, it seems, is to devise
strategies and materials that will challenge the superior student while not
destroying the confidence and will-to-learn of those who are less able.
Secondly; when curricula, classrooms and examinations stress only limited
methods of looking at problems and limited ways of thinking about them,
creative adaptation of learning is reduced, and the functioning of
intelligence is blocked. Thirdly; when teachers can formulate open-ended
learning tasks capable of being handled on several levels and can compose
small groups by following the lines of relationships and communications

among the members, heterogeneity becomes an asset rather than a handicap.

When considering the above statements it becomes apparent that a
combination of Dr. Donald Treffinger, Dr. Calvin Taylc., Dr. George Betts,
and Dr. Joseph Renzulli would provide a way of programming such that the
needs of all students wou!' be met. A philosophy is necessary which does
not allow for the labelling or segregation of students who are different
from the so-called normal - whatever normal is. Gifted kids are not just
gifted at two o’'clock on Thursday for 40 minutes nor do they just become
gifted when they go into grade four. They require the sum of all the
services that are provided to meet the needs of students all day. evervy
day. Programming for the gifted must involve special services. alternatiwve

activities as well as the services in the regular educational program.
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The teacher who uses Blooms Taxonomy to assist in differentiating
activicies for students, who uses good quesctioning techniques and who
provides a positive nurcuring environment will, in fact, be meeting cthe
nesds of all students, including the more abls. A philogsophical base which
recognizes that all lsacrmers have unique abilicies, incerests, and nauds
that requira a sysctematic and continuous evaluation of skills and knowledge
will promote thas concept of blendadness. A school scaff that supports the
assumption that if a differenciaced program based on Bloom's Taxonomy is
good for gifted students, it is good for all students, will bring about

invisibleness.

Students learn very quickly chat it is safe to cry difficult and
unknown tasks without fear of failurs. The development of students who are
academic risk takers is of paramount importance for the success of socliety

and its values.

Teachers must be risk ctakers, have a positive acticude towards
students, peers and the teaching profession. They must be well-organized,
know ctheir curriculum areas, encourage sStudent movement, strive for on task
behavior and be committed to the concept that students can and must make

decisions about their own aducation, beginning in grade one.

If we differenciacte the instruction and practice given to studencs; if
we provide a nurcuring environment in which scudents feal they are
imporcanc to the system; if we maximize opportunitiss which will allow Jor
an increase in the development of individual student strengths in che
academic, creative, planning, communicacing, forecasting, decision-maxki.g
and leadership areas; if we maximize opportunities which will allow
information and activities to have mors personal meaning for students, we
will have a blended program which will meet cthe needs of all students.
including che gifted, and ctherefore be invisible.
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Mini-University: Energizing Potential via
Practical '"Hands-On" Experience!
Aurora Hamilton

OVERVIEW

Mini-University is a unique, fun-filled, educational program that
provides children, aged 10-15 years, practical "hands-on" experience in a
variety of subject areas, exposure to potential career avenues, and a
taste of University life. The program emphasizes creativity and personal
development and enrichment.

Mini-University is run in conjunction with an average of twenty (20)
University of Calgary faculties and departments per year. The instructors
are selected graduate and senior undergracuate students chosen for their
ability to transform concepts and ideas into creative laboratory
experiences that are fun and educational. All instructors work under the
direction of a faculty advisor and the detailed curriculum is developed to
accommodate age and educational levels of the participants.

Participants are grouped according to their age and grade. The low
instructor:participant ratio enables participants to take the
experiments/activities to their level. Daily, from 9 amto 5 pm,
participants experience and experimentin up to five(5) different
disciplines. There are two supervised recreational periods each day; one at
noon and the other at 3 pm, when participants are able to participate in a
variety of lifetime leisure pursuits. Small groups ensure opportunities for
social interaction as well as intellectual development.

Mini-University provides this sometimes difficult age group with the
unique opportunity to become involved with their personal growth and
development in a comfortable, non-threatening environment. The goal of
the program is to provide participants with the opportunity to grow and
mature at the intellectual, social and emotional level and to develop
lifetime leisure skills.

The program operates in the outstanding facilities at the University of
Calgary. Participants are exposed to the university labs, equipment and
have the opportunity to actually use the equipment in experiments and
activities that before were inaccessible or unknown to them.
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Mini-University has been operating since 1983 at the University of
Calgary, as Campus Recreation program. The program has grown from two
(2) modules to four (4) "liberal arts” and two (2) "specialty modules:
science and art/drama , and participant numbers have grown from 200 to
almost 1200 per year. There has been a fairly equitable split between
male and female participants overall in the program, however, the
male/female ratio in the specialty modules currently supports the thesis
that science is still dominated by males and that art/drama is a female
domain.

THE CURRICULUM

The Mini-University curriculum is updated, amended, changed on a yearly
basis and reflects the strengths and expertise of the instructors. The
curriculum is designed so that the emphasis is on activity rather than
iectures. (This IS summer vacation!!) The program runs for two weeks and
participants receive an ave.age of 9-10 hours of acitivity in each

discipline. The 1990 Mini-University curriculum included the foliowing
activities:

Law: Charter of Rights/Young Cffender Act/making a will/developing
laws for an island community

Social Work: looking at cuitures/working with clients/role play

Environmental Design: environmental Science/solar cooking/recycling
paper process/industrial design

Physical Education: Sport administratiorvadapted PE/athietic therapy

Creative English: Shakespeare in advertising/commercials.comic strip
writing/poetry

Computer Science: developing a personal data base/building a
resume/MAC functions beyond basics

Sociology: methods:surveys/studying societal differences,simiiarities

g §
Qf
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Biology: photosynthesis/using the microscope/heredity/genetics

Health Science: preventive medicine/scientific basis of training and
conditioning/joint care/circulatory and visionary systems (dissecticn)

Art: clay work/t-shirt screening/charcoal art/india ink sketches

Education: communication methods/listening skills/logic/micro- and peer
teaching

Biochemistry: discovering the "caramilk secret"/fabric dyeing process
Management: labour negotiations,marketing a new product

Psychology: sensation/perception/associations/stress
managementmemory/conditioning experiments

Engineering: surveying/straw structures/suspension bridges
Anthropology: cultures/traditions/archeological dig

Drama: mask-making/improvisation/self-expression

Mini-University was developed to encourage the public use of the
University of Calgary facilities and expertise and to provide the
opportunity for children to learn and grow.

"Two weeks in Mini-University is guaranteed to teach you more than
two months in school,but it teaches it in a fun, and interesting way. For
example have you learned about the human eye by doing a hands-on
dissection of a cow's eye, or played games and did position puzzles to
learn about non-verbal communication? That's what i mean by a really
different way of learning.”" Ardith Baerveldt , age 14 MU C3
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Teacher Evaluation of Students Placed In
Screening Programimes for Giftedness
Georgean Harper | Margaret Winzer

Pre! iminary results from a piltot prodect involving joint
endeavours of personne! from the University of Lethbridge
and Lethbridge School District #51 are presented In this
paper, The purposae of the research was the Identification of
gifted and talented children while eliminating costly
individual and group achievement and cognitive testing
procedures that have been traditicnally used.

The Identification Project invalued three componentst newly
designed Rating Scales, tests of achievement and language
ability, and teacher evaluation of the students placed in a
gifted and talented programme. The emphasis in this paper
s on the teacher evaluation of the students while they were
working in class.

The procedure involved collating Rating Scales given to
Teachers, Parents, Peers, and the Students. The categories
of questions involved Language Competence (L), Academic
Competence ¢A), Task Commi tment (T), Creativity (C), and
Social/Emotional Development (S), The Measurement tools
consisted of achivement and language results;, individual
1.0, results, and interest inventories, The third component,
designated as “Curriculum Based Assessment", consisted of
teacher eviuation of the students working In-class, A}l
data was statistically analyzed.

‘ethod Invalved a Ten WeeK Unit of study designed to
evalyate student® in their academic abilities in mathematics
(A), and language (L), These results of a curriculum based
nature were combined with a “check list analysis" per lesson
of the students’ (T), (C>, and ¢(S>., Thus this "curriculum
based assessment” (C.B.A.) aof Lesson Ratings evaluated the
following!

a) Introduction to the theoretical concepts of
the lesson, b> Concept Knowlege, c) Application
of the theory, d) Problem Seluing in a practical
setting, ) Spatial Relations of the design to D¢
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developed, ¢) Stellation of the spacial
polryhedron, Q) Group Interaction and Commitment,
mn) Cue Cara Sequencing, and |) Presentation
formally in a ¢lassrcom of peers,

Lessan One invalued the introduction of theorr and
vecabulary to build a Stellated Polyhedreon, C.B.A,
consisted of academic and language competence dealing with

" eoncepts, vocabulary, comprehension and word usage and
ability to re=phrase. Lesson Two was understanding the
concepts o angles and trlangles, utilizing C.B.A. of
written notes, general infermation, and visualization to
deiine the problem,

It is at the practical application in Lesson Three where the
C.B.A. covers the symbols and ryles of mathematics, but an
anlysis of task commi tment and on-task behaviour had to be
ingclyded, Students had to measure and cut exact lengihs of
straws=not &N easy task for a grade three child-and Begin to
probBlem sSlve how to assemble the design of triangles to
make a polyhedron. To do these taskKs led toc Lessons Four
and Five. Much time was spent on questicnning, seeing &
perspective sor Problem Solving, and makKing Inferences., At
this level, creativity, leadership and the sccial/emational
development of the child was evident. Once the polrhedron
was completed By tying triangles of straws together, the
Spatial Relationship of stellating the design became the
challenge. Lessons Six and Seven were devoted tao the
academic competence of the stucdent along with an analrsis of
the soclal skills within the gQroup as each had to help
ancther, This meant that group dynamics in forms of
cooperatinn and collaboration Became very avident.

Once the spatial stellated polyhedron was completed, the
students prepared Cue Cards and practised orally In
preparation for sharing their werkK with their Homercom
peers, Lessons Eight and Nine demonstratad student
dependability, oral ability, and sensitivity to others,

Thus the classes had to be rated on (3) and (7)) the majority
@t the time. The C.B.A. also involued the thinking skills cf
students toc define the purpose ¢aor the unit of study, to
l1iet other creative uses for the stucture , and tc name some
polyhedrons that do exist, such as the Epcot Centre in
Disney Werld . Finally, Lesson Ten was a Student Evaluation
of the work ther had done concerning problems and theirn
learning proceszes, This involued higher leve! thinking
processes but were very difficult to evaluate from the
teacher’s point of view.

A TEACHER RATINGS OF COMPETENT STUDENTS resulted from the
summation of scores for Language, Academic, Task Ccmm!tment,
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Creativity, and Social/Emotional development., From these
results, a TOTAL AVERAGE for the Student Profile was
computed for each stydent. A RANK ORDER of the students
within the class could be done from this total average.

A STUDENT PROFILE graph was drawn with a comparison of the
Rating Scales totals done byt a) the Parents, b) the
teacher, and c) the G/T teacher evaluation of in=class work.
The graphic profiles distinQuished the "non=Qifted" good
student who werked hard and learned wel!l ¢rom the most able
students who lacked more task commitment, This In itsels
would be a valuable tool for use by the G/T teacher, There
was noe correlaticn between the very high intellectual

abil ity students and the high “"curriculum based assessment,
This could be expected as the curriculum based assessment
Used on'y on the academic and ianguage components may have
shown correlatioen, The subjective “analysis checklist"
components should not have been included as an overall
assessment to be correlated with the subjectively based
measures. More research is indicated to clearly define the
curriculum based assessment (A) and (L), from the more
nebulouys analysis check list ratings of (T), (C), and (S).

The statistical analyses of the ldentification of Gifted and
Talented using the Rating Scales approach appears most
promising. To date results indicate a correlation between
the Rating Scale scores of the four stakeholder groups and
the Intelligence Guotient scores in the very gifted range.
This research is being continued because of the exciting
indications resulting from this pilot study.

o o BEST COPY AVAILABLE
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The Joy of Lateral Thinking:
Putting The Rich in Enrichment
Cledwyn Haydn-Jones

Teachers 1n the Rocky View School Division are more interested than ever 1in
metacognition and the value of reflective thinking. Students are being
encouraged to explain how they learn. Talented students, in particular. tike

part in challenging learning activities which are constructive, creative and
critical.

The Board of the Rocky View School Division supports the Schoolwide Enrichment
Model in its schools. We believe that the curriculum ought to be
differentiated sufficiently to address the needs of all students. (The
particular needs of talented and creative students require differentiation
with greater breadth, depth and imagination.) Teachers are required to
identify in their plans objectives for 'talent pool' students and enrichrment
strategies for the many. Consistent with Renzulli's triad model we offer

1

types ! 2 3 enrichment activities in our schools. In Rocliy View schools

1. elementary teachers offer at least Type 1 enrichment and Type 2
general enrichment strategiles (creative thinking; critical
thinking; problem solving; independent study and research:

2. secondary schools are required to offer enrichment seminars:short
courses e.g8.

(a) Type I1 'special' or 'advanced' enrichment strategies
(b) Type III enrichment projects in conjunction with curriculum
compacting for talent pool students

3. schools also may apply for special project supplementary statft
requisition. Schools that offer a comprehensive S.W.E. plan.
qualify for supplementary staffing. There is, therefore. an
option for an RP &4 (resource program level 4) for talent pool
students led by a resource teacher

4, schools are assisted in their work by program specialists led by
Jo Anne Koch (gifted education specialist).

In our schools we identify the talent pool (15% +); establish resource teams
(principal. librarian, teacher. resource teacher) and we cifer

1. Regularly scheduled Type I enrichrent for different groupings
(i.e. all students; small interest groups; talent pool)
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- Type Il Gemeral which includes strategies/activities for all
students via regular classroom program (infused/integrated 1into
and across the curriculum). Additional enrichment activities mray
be blocked for Talent Pool students in time bousht by curriculum
compacting.

3. Type I1 Special enrichment activities for Talent Pool students v:ia
special class program under the direction of S.W.E. RP 4 resource
teacher coordinator (e.g. partial pull out). The Program usuallv
includes two components

(a! artifact box exchange (grades 2 - 4) and
advanced research/communications (grades 5 - 9.
(D) revolving door (selected mini courses deteymined bv student
interest)
4, Type III Student Integrated projects for talent pool students 1in

grades 6 - 9 (1.e, research with "redeeming social value'':

5. P.E.P. (Personalized Education Program) for each Talent Pool
student.

A major focus in Type II Special Enrichment activities is the development of
thinking skills (we remember the adage 'thinking to learn; learning to
think'). Sandra Kaplan mav have recommended curriculum differentiation:
George Betts the autonomous learnmer model; but Special Enrichment in Rockvy

View has been influenced bv Edward de Bono's 'lateral thinkang or CoRT ThinKking
(Cognitave Research Trust).

Small groups of students are exposed to enrichment strategies that focus on
the complexity of language; epistemology; different ways of defining and
analysing problems; reformulating situations: the promotion of svnthesls.
judgement and thoughts that diverge from the norm the philistain or the CTana:.

In this session we will examine strategles ior dyads and small groups that

maximise
1. group inquiryv learning
2. self directed learning
3. research skil.s 1n learning centres
4, problem solving
S. creative gquestioning
6. modification/differentiatzon of the content 'THE Ricd IN

ENRICHMENT!)
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In #6, for example. we have an enrichment method that 1s an eXtension of the
classroom in

l. building upon a solid base of information (facts/concepts)

2. structuring learning experiences based on content modification
(Roger Taylor; Lynn Sass: et al) 'the prerequisites for divergent
thanking" :

INFORMATION BASE

| EXTEND
STRUCTURED LEARNINGS ={ ELABORATE
N{ BUILD UPON CONCEPT

3. princaples for developing new 1ideas
4. divergent thinking

Rocky View schools, led by our gifted education specialist, have been using
the exciting. rich and enriching CoRT THINKING program of De Bono. De Bono
believes that thinking is not a by-product of subjects like biology and
history (facts and drudgery!). Thinking is a skill that needs direct
attention. Thinking deserves focused attention and practice as a basic skill.

In life we all need a broad range of thinking skills to survive (e.g8.
priorities, objectives and other people's views). Descriptive thinking is not
enough!

As well, we should not always equate the high I.Q. child and the effectave
thinker. Effective thinking has much to do with

",... operating skills with which intelligence acts upon experience"
(De Bono)

Information base and ‘academic' intelligence are necessary conditions of
problem solving; effective thinking is the sufficient condition. <(As I.Q. 1s
innate horsepcwer to a car. so thinking skill is complementary to abilitv to
drive.)
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In a well structured lesson our students savour the jovys of CoRT Thinking
which helps them to look at situations and phenomena in different wavs such as

PMI (plus. minus. interesting)

CAF (consider all factors)

RULES

C and S {consequence and sequel)

AGO (aims. goals, objectives)

PLANNING

FIP (first important priorities)

APC (alternatives, possibilities, choices)
DECISIONS

oPV (other people's views)

In this session the presentor will try to introduce participants to the
essence of CoRT as Thinking Method i.e. to focus attention directly on
different aspects of thinking and to crystalize these aspects into definite
concepts and tools that can be used deliberatelvy.

De Bono, Edward. CoRT THINKING PROGRAM 11986) 1 - 6 ISBN 008 - 034443
... Pergamon Press; Toronto

JOY OF LATERAL THINKING PRESENTATION: SIMULATIONS/ACTIVITIES

1. Content Modification (differentiation: extension: elaboration:
building upon concept)

2. Principles for Developing New Ideas
3. Divergent Thinking
4. PMI (Plus. Minus, Interesting! 1.e. CORT THINKING

fa) Treatment of Ideas
ib) Example

(e¢) Practice

(d) Process

{e) Principles

(f) Project

70 66
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O.M. - "Odyssey of the Mind"
.... A Creative Approach to Education
Vicki Hutton / Sharon Baker

Creative problem solving is considered by most educators as an essential component of
gifted programming. The Odyssey of the Mind Program incorporates creative thinking with
critical thinking skills, leadership and organizational skills, communication skills and forecasting
and planning. Indeed the Odysscy of the Mina Program may encompass all nine areas identified
by the Department of Education in Alberta as the crucial areas to be addressed in gifted educa-
tion.

Our students, as future problem solvers, need to be self-reliant and to know how to take ini-
tiative. The program, with the coach as a guide, teaches students responsibility for their actions
and interactions, gives them confidence in solving difficult probletns and helps them learn how to
work as a group toward a desired goal.

The employers of the future want people who know how to leam. Give novel situatons,
students in Odyssey of the Mind struggle to seek answers, to ask good questions, and to discover
expertise within the community. With the help of references, experts etc., these students find
answers and work toward creative solutions. Employers also want and need peopie who are
skilled in groups, have good interpersonal skills, good communication skills and are effective
leaders. O.M. fosters growth in these areas as well. Team members gradually learn how to
respect cach other and to encourage ideas. These skills will help them to be more effective in
tomorrow’s marketplace. It is our belief that Odyssey of the Mind is an outstandingly effective
program to develop creative problein solving skills in our students.

The Odyssey of the Mind Program

The Odyssey of the Mind Program, under the auspices of OM Association, Inc., a not-for-

7
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profit corporation, promotes divergent thinking in students from kindergarten through college.
This program offers students a unique opportunity to participate in challenging and motivarting
activities both inside and outside their regular classroom curriculum. Students learn to work
with others as a team. They develop self-confidence by creating solutions, evaluating their ideas
and making final decisions. They develop their creative skills through problem solving and
independent thinking. Hence, the Odyssey of the Mind Program makes leamning fun.
To participate in the Odyssey of the Mind Program, the school must become a member ot
OM Association. Members come from throughout the United States, Canada, Mexico, China,
and Australia.
A Regular Member
A regular member is any school or school program that joins the O.M. Association.
Annual membership concludes July 31. A regular member receives a membership packet
containing:
« an OM Handbook, explaining the rules of the association;
« the current annual long-term problems - four used in Division [, five used in Division
I, four used in Division III, and two used in Division IV;
« a non-competitive long-term primary level problem used for demonstraton only,
« a subscription to the Odyssey of the Mind quarterly newsletter.
« curriculum materials consisting of creative problem-solving activities correlating
- with the year’s long-term problems. Elementary and secondary activities cover
language arts, -nathematics, science, social studies, and technology education. These
guides may be used by teachers affiliated with the membership. The materials are
made possible by a grant from IBM.

ERIC
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Team Competition

Odyssey of the Mind teams consist of five to seven members. They are the only persons
allowed to contribute 0 a specific long-term problem’s solution. An OM Association member
may wish to hae several teams in the same long-term problem and then run intramural compe-
tition to determine the best team to enter in sanctioned competition. Each tcam must have an
adult, a teacher or a parent, designated as its coach.

Competition is by division. The divisions are as follows:

« Division I Kindergarten through fifth grade;
« Division II grades six through eight;

+ Division III grades nine through twelve;

» Division IV college and university students.

The highest grade represented on a team determines the division in which the team must
compete. Each problem indicates the division(s) for which competition is held.

Competing teams are judged in three areas: the long-term problem where teams
prepare solutions and bring them to competition; style or the enhancement of the long-term
solution; and the spontaneous problem given to the team on the day of the competition. The
long-term problem is worth a maximum of 200 points, style is worth a maximum of 50 points,
and spontaneous is worth a maximum of 100 points. The total of these three scores determines
the team’s rank in competition.

Teams in most locations of Canada compete on a provincial level. Teams advancing
from each Provincial association’s final competition become eligible to attend :he World Fi-
nals. The 1990/91 World Finals will be held in Knoxville Tennessee on May 22-25, 1991
The Odyssey of the Mind Problems

Each year new long-term problems are developed in order to cover a wide range of

interests. Some are engineering problems while others are performance oriented. In the past,
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problems have included designing, building and driving spring-powered vehicles, as well as
creating and performing a musical scene in a classic book. The problems have limitation on cost
and presentation time, as well as other specifications. Some longer-term problems are desig-
nated as non-linguistic. Hence, although English is the official language of Odyssey of the Mind
Program, languags is not a barrier to individuals speaking other languages or to deaf people.

The spontaneous problems usually take a few minutes to solve. Some spontaneous
problems are verbal, while others are “hands-on,” such as moving raw egg with the implements
given through a series of obstacles. Teams do not know these problems in advance of the com-
petition.

A Few Considerations

« A member does not have to enter teams in competition. Joining the OM Association
simply give the member the option to compete.

« The program is often used for students in gifted and talented programs. However,
highly creative students as well as those with artistic and performance talents may not qualify for
some gifted and talented programs. The Odyssey of the Mind Program offers a wonderful op-
portunity for such students. OM suggests that all students be given the opportunity to partci-
pate.

« Members may select the problems in which they wish to compete. It is not necessary
to have a team in each problem.

« In order to help provide training and generai classroom problem-solving activities,

1embers and non-members may wish to purchase the OM books containing past long-term and
spontaneous pioblems.

« Members entering competition may wish to purchase an additonal program handbook
for each coach.

» Odyssey of the Mind Program team members who are high school juniors or seniors. or

Full Tt Provided by ERIC.
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full-time college students may qualify for OM scholarships. Both monetary and specific college/

university scholarships are available.

More Information

If you are interested in the Odyssey of the Mind Program in Alberta and would like more

information, you can contact the following individuals:

Sharon Baker

534 - 17th St. South
Lethbridge, Alberta
T1J 3C3

328-0999 (home)
329-0125 (school)

Teamwork

Vicki Hutton Odyssey of the Mind
Box 942 P.O. Box 27

Vulcan, Alberta Glassboro, New Jersey
TOL 2BO 08028

485-2631 (home)
485-2074 (school)

WHAT IS O.M.?

Respect/responsibility

Adaptability
Novel

Student centered

Fun/flexible
Open ended
Risk taking
Multigraded
All kids

Thinking skills

Integrated
Originality

New encounters

ERIC
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For whom is this TRANSFORMATION? Itis for ourselves, as coaches, as we view crea-
tve problem solving in a unique way. It is for ourselves as we, t0o, become creative problem
solvers. Aud the ransformation is also for our students as they gain confidence in their own
abilities and as they emerge as effective group members with increased communication skills and
actively involved in an exciting creative problem solving program.

O A 76 72
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Cracking the "Gifted Shell" --
How Shad Valley Works to Bring Out the Best in Gifted Teenagers
Thomas P. Keenan

Introduction

For onc month every summer, my life is transformed. I go from being a University

professor who wears suits and applies for research grants to a very casuslly dressed
guru for fifty of Canada's brightest high school students. For a month we live, war':,
and play together. The experience changes me, and I believe it changes them.

By most measures, these kids are not hard done by. Most come from good, loving
homes. Many have the $120 sncakers and designer label clothes. And when their
schools need to send somebody to a Model Parliament or debating contest...these are
the kids who get to go. But at another level, many of the students who come to Shad
Valley are needy. It's hard to define what's missing in their lives, since they seem to
have everything, much more than their peers. Perhaps a clue can be found in the
Book of Genesis. Adam was miserable in the Garden of Eden because he was alone.
Or rather he had lots of nice birds and flowers. But he lacked someone (more or less)
like himself.

When you're the smartest kid in your school! it -an get lonely at the top. Some
highly gifted students adjust well and get involved in Student Councils, Yearbooks,
Clubs, etc. Others develop hobbies or obsessions (computers are a common one) that
they can pursue alone. But a lot of their assumptions are challenged the minute
they arrive at the doorstep of Shad Valley.

But I'm getting ahead of myself here. There wouldn't be a Shad Valley program
without ¢« man named Dr. Derek Lane-Smith. Around 1980, "Derck" (as everyone calls
him) decided that Canada's most gifted students were also, as he put it, "the most
underprivileged” since there were few programs that really challenged them. Many
have been through enriched classes but the only programs that I have heard Shads
speak highly of are the IB (International Baccalaureate) and Mentoring programs
that involve working with scientists at Universities.

1 I once sorted the Shad Valley applications by academic rank (where
available) and was amazed to find that I had to go halfway down the pile v ..nd
someone who didn't rank first in his or her graduating class! So we are
getting the top studenis as Shad applicants.
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Derek decided to fill the gap by offering a month long summer program for high
school students. His target audience was "the top 2%", though he was a little vague
on how to measurs that. He arranged facilities (at St. Andrew's School in Aurora, ON)
and chose the nubjects (Mathematics, Computer Science, Engincering and
Entreprencurship.) Then all he necded was money! Through a series of both smant
moves and lucky breaks, he scraped together enough to run the program in 1981 for
about three dozen students, mainly from Ontario. The funding came from corporate
sponsors as well as parents. a model that has been preserved and refined.  The
program ran again in Aurora in 1982, then was “adopte.” by the University of
Waterloo in 1983, In 1984 Shad Valley expanded to Calgary and I was appointed as the
founding Director of that Program. It now runs or eight campuses. C€Oast-to-coast.

The programs d.ffer slightly <epending on the expertisc and facilities availabie at
each location. They are concucted in English excent for the francophoue program at
Sherbrooke. Here are the common points:

.students from anywhere in the country may apply to any program

-the programs run concurrently for four weeks in July

-applications are distributed?® and processed centrally, but read by
faculty at all programs

-funding is secured by the central office with help from the individual
programs and committees of local businesspeople

-the programs are open to students who have completed grade 1l or 12

-the subject matter varies somewhat but includes: mathematics,
technology, and entrepreneurship

.most of the students receive a "work term" with a sponsoring company
for the part of the summer after Shad Valley

-3 student may only attend Shad Valley once in a lifetime

”" "

It would be impossible to come up with a "typical” or "composite” Shad and they would
probably smother me if 1 tried to stan making blanket statements about them. So
instead, 1 will just comment on some attributes that some Shads have exhibited and
how we address them in the program! [I'll illustrate with brief excermpts from a few
letters | received recently from 1990 Shads (shown in iralics.)

Superiority Complex. Frankly, this usually takes care of itself! Picture a group
of Shads sitting around the dinner table. One of them makes a witty remark, and
waits for the reward of laughter. Instead., someone else says something that's even

cleverer. It's fun to watch the exprsssion om the first Shad's face...."did he/she really
say that?" Usually the dismay tums to delight pretty quickly at realizing that they're
around intellectual equals for a change. As one ShadS0 student put it:

When we started discussing our ideas. we had some really cifficult moments because
we all thought thar we had good ideas! [t was sometimes hard not to have your
feelings hurt because someone didn't like your idea. But did [ like it? YOU BET | DID''"
The ideas that sveryone else came up with just BLEW me away! They were AWESOME!
If | am ever in @ decision making situation again. | want Shad-types 1o be n
actendance!!!!

2 Contact address: Canadian Centre for Creative Technology. 8 Young Street
East, Waterloo, ON N2J 2L3 (519) 884-8844
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| also learned to trust people. Have you ever been in a team situation where you had
to give jobs to certain people, and you didn't really want to do it because you thought
that some people just wouldn't do as good a job as YOU would? 1 have. | always wani
the BEST. So sometimes, 1 like taking several responsibilities because 1 don’t want
other people to screw it up or do a mediocre job. But at Shad ... I was only TOO HAPPY
10 let other people do the job. Because | knew that they would do as good a job, or far
better, then | would do! | think this touches upon what John said about ‘launching
big ships in deep water’. | wouldn't hesitate to have ANY of you on MY ship, I'll tell
you!!! (Alan Renaud, Shad Valley Calgary 1790)

Inferiority Complex Particularly among siblings of previous Shads, or those who
have heard a lot about the program, there is often a great deal of fear that "I won't be
able to keep up with these people” This concemn is not unrezsonable since in the
lectures and seminars we often use graduate school level materials (without
admitting it!) It is easy to get overwhelmed, but the professors and teaching
assistants are always around to help, and are told to watch for people who need some
cosching or encouragement. We do practice a certain amount of "tracking"
particularly in the computer and mathematics areas, where there is often a wide
range of experience and confidence. So, for example, in the first week Shad Valley
Calgary 1990 students could choose from:
« From Pythagoras to Digital Sound (on the mathematics of music)
« Computer Viruses and Security (on machine coded viruses and
operating systems - i.c. pretty advanced stuff)
« Pascal Striptease (the title refers to the "top down" approach
to programming...this is essentially a one term Pascal
course rolled into a week -- complete with a project! It's what we
urge those with little computer experience to take)

Discipline "Good student" does not always mean "good" student as anyone who has
worked with gifted young people knows! We have more than our share of practical
jokes and pranks, and since Shad arc smart and resourceful, they come up with
sophisticated capers. Sound-sleeping Shads have awakened to find themselves and
their entire bedrooms moved into the dormitory elevator. Electronic mail has been
"forged” quite convincingly. And once, while cleaning out a Shad's room after
departure, | found a giant cotter pin inscribed with the logo of an amusement park. I
wonder which ride it came from! Generally, of course, they are just typical
teenagers.  However, since we all live together 24 hours a day, 7 days a week, we sce
all aspects of their (mis-)behavior.

In terms of doing work and assignments, these are students who typically have no
trouble completing their school ‘work. In some cases they may lack motivation in
school (particularly if they think the work is boring) but there's no question they
have the ability to do it well. In Shad Valley, the math, computing, entreprencurship
and engincering assignments are a whole different matter. In computer science for
example, they have to "create a finite staie (Turing) machine to do binary addition. "
Most 3rd year University students would have a hard time with that one. ~ We give
them support (i.e. the teaching assistants and professors hold tutorials at midnight if
necessary.) There is something a little bizarre about having somebody bang on your
door at 2:40 AM to ask how to solve a partial differential equation, but after you wake
up il's actually quite a moving experience!
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A particular aspect of Shad Valley that has become somewhat notorious is the "genius
mission.” Devised by Dr. John Pliniussen, who has been with us at Shad Valley
Calgary since 1985, this unique piece of torture is meted out to those who commit an
infraction like arriving late to lectures, losing their name cards, or anything else
detrimental to the good working of the group. They're called genius missions
because they arec onerous tasks that usually have a clever solution. "GMs" are often
given out to several students together, which produces an interesting kind of
bonding. It is not unusual for recipients of these "punishments" to stay up all night
working on their solutions. In fact, one of the problems is that genius missions
acquire a certain status value and people break rules just to get them!

A few sample 1990 genius missions and their solutions:

sFor the next 24 hours you will be tied together. (given to two people, often but not
always of the same gender.) The two Shads who received this GM produced two signs.
One said TI and one said DE. Whenever they were scen they made sure they were in
order so they were "tide."

* Make a 1:12 scale drawing of the Shad bicycle (The 1:12 is in there because people
in the past have made their drawings 1:2000 scale., drawing just a dot on the paper!)
The most innovative solution to this task (which would be quite tedious if taken
literally) was to solve it photograpLically. However, one of the victims (recipients
of the genius mission) realized that this could be faulted because of distortion due to
perspective. Someone knew how horse race photo finish cameras work -- they have
a moving lens to avoid distortion.  What clse has a moving lens? The photocopier!
Suffice it to say that at 3 AM I saw six peop.e holding a bicycle on top of a photocopier
perched cight feet off the floor (so it could be exposed by the overhead fluorescent
lights, of course!)

Caontinnity Space does not permit citing more evidence of the behavior change that
occurs in Shad Valley but here are a few quotations from students after the 1990
program. By the way, these comments are totally unsolicited and were produced for
their peers. not t0 impress anyone. They are reprinted with the students' permission:

Shad was a training seminar, and U are a carrier of it, Its goes with you, you have to
feel that same pressure, and astitude of performance all across Canada. 51 special
Shads, and 10 motivator Shads, (the staff - ed.) are out there. And i ber they ail
feel the same, oh i miss Shad. Weil we are working together not in the same room.

not even the same city in some cases. But together we can do Anything!!!!!!!!
(Colin LiPi Shan, Shad Calgary 1990)

It would be cruel and inhuman t0 send them home from am experience like this with
no follow up. So we encourage them to get together, have reunions, and, most of all,
t0o communicate. One panicular support mechanism is the Multics™ electronic mail
system which the University of Calgary generously extends to Shad Valley students.
They are allowed to keep their accounts after they leave the campus, and in the past
the university has even paid their data communications charges. Now. with
computer networks like BITNET and INTERNET, they are being asked to find their own
communications resources. But we know they will. even if they have to show some of
the entrepreneurial spirit that is fostered in Shad Valley!
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7
Conclusion

Because of space limitations, this paper has focused on empirical observations made
in the course of seven summers of involvement with Shad Valley. Many of the
educational underpinnings of what we do in Shad Valley come from the principles
and practices of Adult Education, specifically those ideas that are often referred to as
"andgragogy" (as distinguished from "pedagogy.”) Among others things, they are
encouraged to3:

« bring their own life experience to the ecducational transaction

« question authority figurcs (the professors even challenge question
each other!)

» put their learning into immediate action

« work and leam collaboratively

« show mutual respect

We do treat the Shads as adults, subject to the rules that we have to enforce for their
own safety and welfare. In fact, the challenges they face in the program make it
difficult for those in grade 11 to return to their "normal" high schools. Even those
going into University often find the pace is not as demanding as what they
experienced in one month at Shad Valley. And yes, I believe it changes these
students for the better.  Most of them scem to agree:

Shad Valley is absolutely, positively the best thing I have done in my whole entire
life. (Rebecca Spagnolo, Shad Valley Calgary 1984)

Shad has become such an important part of my life that when [ look back, I can't
imagine life without &t. (Karthik Srinavasan, Shad Valley Calgary 1990)
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Hidden Treasures in Children's Literature
Energizing Thinking with Non-Traditional Children's Books
Linda Kirstein / Kathy Knight

"o pB' DBSABZB. O, SN D?" 1Is this literature?
Certainly not in the traditional sense of the word. Yet this 1is
a direct quote from the first page of a children's book entitled
C DB by William Steig, a widely acclaimed children's author.

C DB is an enjoyable, challenging boock in which words are made out
of the sounds of letters and numbers.

Books with unusual themes or formats such as C D B can be
found in 'iany libraries, but because of their non-traditional

nature, tuaey may be overloocked. These unconventional "hidden
treasures" can encourage divergent thinking and intellectual risk-
taking, as well as <challenge children to stretch their
imaginations.

The books presented in this worksheop all have an element of
the unexpected, sometimes taking the ordinary and treating it 1in
a very extraordinary way. They often deal with abstractions and
inferences. They often contain sophisticated humour. All these
bocks play with images and ideas, opening youwng minds to other
possibilities.

The books included in this presentation and in the following
bibliography were chosen because they lend themselves to learning
experiences that may energize children's thinking.

Books such as The Important Book, Faint Frogs Feeling
Feverish, The Jolly Postman, and A My Name is Alice present

patterns which entice children to explore similar patterns based
on their own perceptions. Other books, such as Look Again, Round
Trip, Graham Qaklev's Magjcal Changes, and Alphabatics challenge
children visually. )

The wonderfully unusual Thirteen can be read over and over
again, each time revealing new surprises. It would be difficult,
if not impossible, for any ~hild to read The Mysterjes of Harris
Burdick without feeling comp-iled to Jreate a solution to at ieast
one of these bizarre mysteries.

From a diagnostic point of view, using these and similar books
in the classroom can indicate to the teacher which children are
comfortable with risk-taking, divergent thinking, problem solving
and able to tolerate ambiguity.

One of the major benefits of using non-traditional picture
books “ith children is that it exposes them to nonconforming views
of the world which in turn fosters independent thinking.

As a final word, here is the solution to the puzzle nosed in
the first paragraph: '"See the bee! The bee is a busy bee. 0L,
isn't he?

DN
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The Schoolwide Enrichment Model
A Comprehensive Plan for General Enrichiment and
Special Provisions for the Gifted and Talented
Jo-Anne Koch

TNTRODULTION

Dros View Sheol Division’s FESOUREE PROGEIM # madel (Figuurs 2) is laggely an
adaptation of Fenealli and 7is® Shoolwide Corichment Aucte) (1995 . The rvicas
Col lectively comprising She Sehoolwirte Chrichment Mode] Fave bean S0 effectve in
dwefo/aizy ':y;'ﬁ‘&d’ness " jn students ot %y Aade bearr srere w.«z{;e/j adgo/ed
and implemented in Schodls %rvrfj/ww‘ Neorth America than any o ther sei
OF dsas pud forth on Ais Fopic Ir1 Fhe ediccatronal lireratire .

BACKGROUND

The cvolution of Yhe Scheelwide Encichment Vlule! began 1m Yhe late /9705
with Yhe dewelapment of +he ﬂne-z@vd Conceptron of Gifted sess amd +he Enrichment
7;/'415( Model ( Kenzulli 1976,1977). This maddiw'aé-/y became +he most popular
programm /ry model For .:'erwc:j (7/;%-( andl. falented learners, MHowerer, it was
gw‘aQ{y discovered Wmanj kinds of enrichment 2nd soccia/ Services
Shat were provided withm vhe Triad Model could (and shoutd) be wused with
& much /4/\7&!’(7»*0%0 of studen’s (Yhan +he 3 fo S percen Hradifronal/

served. in yﬁ‘al /orOjrms) and, in sorme cares, W.th all s ends. The Enrichment
Trrad Medel was Fherefore moditied o include « component known as e
Tevolving Deer Telentificatron Model ( Bereulli, Fess and Smith, ’987).

The /€w0/0Mj Deor Mede! was des:'jaeaé fp “revolve " mere students
Lie. roughly /5 7o RO percent of fhe general population ) into and owt of Hhe
&iFerent eniichment' actvi fes and services Yhat have W/'hvna/éu beess
reserved o Fhe ':7/;4‘&’ wod Faleated ¥, However, ance again it was ch'éi/j
iscovered v‘éaf) as eftectie as the fwo/ui:j Devr tloded was, Fhere cas
a need Sor Sutter .S%nw‘yft.s and. procedecres a)/iere.éj %e,‘/om/ ﬁca/;y
Could be mwre e.:.a‘we./j involved 'n Yhe scheols enrichment c&ndﬁ/'}‘/‘u(
v gram . The resultng revis;ons Formed +he basis Sor the. risent
T votinde Grrichment Model (Fenzulli and. Ress, 1985).

“The Scheolwide Enrichment NMadel privides o solutron Sor rrcs) of #he.
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problems thod ,a/yue/ pregrams or-the jaﬁ&{ andl Falent-edl . ,4-mo'7 Yhese aret

—Yhe hard core Saparaifion of j/’:@‘ed programs Hom Yhe reawdar school program ;

—~He removal of shudenis 75"&/71. he resular Ceern ceesry é’-aaLL/ Yhe resuliant”
Fendtney 7o /2“#& &‘cu/eav‘s 7‘0 ‘}na,ée-%a" wark <4 ”ﬂ‘ll'$6¢d v-;

—~Hhe selechHon criteria (1€ ardrfcral cut- oF5); an

— deassrons ’3“”{'3 Yhe d,opro/orldmcx o/‘ Mn’CAme' actukres,

CVERVIEW OF TRE SCHOOLWIDE ENRICHMENT MODEL

Ad.van{‘uﬁes

The Schovlwide Corichmeni: flodel bas a riernber of a_dyza/zya Sver
Other enrichmen? and g/ Hax ProGremming models. The Shoolwitle Cnrichmant”
Aloded :

— /5. based or ectensive reswareh in e Following areas : defsmin
jf#m’nxs J' S dentrisearion J se/echen end ,a/acmmf ,orvceduleS' 3 enrichmani
QESIIHTe wmol aicelorat:on upprouches

~ /S practical and Flewible . Zesrdes lgfw/.fa./f/‘?j varivus Knds of enrichmen
72 @ brooder spectium of He schidd popularon, it offers defansiéle
programs 0F indepandent SHredes Hor 7,-,%4 SHZends 57 , z'a‘r\;j Hhat
"f'(‘.;,.ac T i ucv‘fja‘mns; lnventrons and arhshe Prdecsrons clitte From

474£/‘Xr4¢aa../ chew/ rsearch projects In a pumber of wiagys (eg. breadsh,
dw;/"dv@/‘? and. a.’yre& of Fack cornmitrmint J).

- providias bessh Yl9h achievers and 4154 polentr! wunderach cvens (it
Spoorienifres fo develop interests Shat s3ighT Spark +he persenal/
desire for advanced -/eve/ /ndepandent stude ;

- rezsnizes et c7n1°;4,-im 2rnd atfectriie pruaisses or SE/ls are means and
hoFends in Yhemselves b /'mé(sﬁ‘:? ~hemn (jra/ua/\/ij/%/n e /earnina
S/tuations aftorded b % LRIISLs Leerri ceelirm Areas N ~

~ involves e torel! school Jn varseus aspects of ¥he program  ~heres mmam/z.r'zf
Concerns abows elilism art vYhe nyauéw. Socal ramifreahons (within 4 per
Group) it may rasulf when skudenss are pre-selectedl for Jyrgcu‘a( oG]

—mjni&es‘ ~“hot effectve c/zu-ye/ in eHucatsona/ practices can onk, be
achiee & b:y a.cﬁ% /‘auo/uizy Clasiroom Feachers in Yhe plann g @ndl
deu’.ﬂvn-/)wé/ry wspecks of Program planning ; pyra

~provides a framework 4or a. program Yhat will be of inreresr e
farents as pposwsl +o m& @ Small grous,

g
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Resource Program 4

Qverview of the Schoolwide Enrichment Model

\
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" TYPE III ENRICHMENT
g INDIVIDUAL AND SMALL GROUP INVESTIGATIONS OF REAL PROBLEMS
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Sepvices +o Srudents |
“ho, Sehodl wiele Enrichment Nodel seaks Fo achiese Wefﬂ&.éy A’Wy:(’"‘j
or Hhe Strengths aad e oF schetl stafs and by ?Gcasuj on FAL
de//-‘/@ of WV ”‘9” Ser/CES Ho st enss. Tl ese services inc/ude.
— Jdentityng Shudends’ academic &‘reﬁﬁs | inferesss and fearning SHyles
— Curriculum Cornpatsing ; a process et uireamlines the regular cwrricadum
- genara! euploratory actities fie-Tpe T Enrichment) #at introdace |
Students +o a & ide W/e:‘y of Hpics and Frelds ot n‘u/j not &c‘/t‘nan&
= Qovered /n Ae ryo‘./a-r Cerri “da_,,-,;
~ Group 4 ning achudes (1o Tyoe I Enrichment) Hhat devtlop the higher
/feve! v’ﬁiﬂé’/‘fj and atletive /u/z‘*y)ﬂracesses s and
— (ndniosad and smrad/ Fr4r /‘auaf%}a.a/vm of rea/ problemns ( /€. 7;/“ 73
Eﬂflb‘emen)"m/w_) ,

— RESOURCE PROGRAM & KEY FEATURES
Ofhowah Jhe devehopment of facky Lieds errichment and g/ progrem

has c/ouu_/y S proreh Hhe ewolutron of fhe Shav/wide Enrichmers WO

Current fesourcs fgy/am % rmodlel (Figare 1) aleo incorporalis a. rawnoir oF
other alements or featwres, These snclude
~ a. sysFlm-wike philosaphy of errich-nen} ani jné"u( ediccadron which (S
5{0@04&4 ner aﬂfy in Yhe rasearchA m‘/jmy HHhe Three- Ag‘ﬂff.d.
Conceprom ol Grtvedness ( @nzalli, 1976 bai also inHhe recent Fheories o
}’%éa-/'é‘améuj, Yocward Gardner and. others as wel! 4s on7he.

';ﬁumrxt.gy of /e cormmeadartrons "oy, Ahe CirensIVe Fichard 500 :5;;144{;/( /998 |

a/l of which are reffected /n Yhe prvjr.zm’s ¢'¢f-k¢:é»'e: zrzd_/aczu’d“ 3
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INENTIFICATION, SELECTION AND PLACEMENT
PROCEDURES FOR RESOURCE PROGRAM 4

Phase I Initial Screening
v Tdentify potential candidates by reviewing:

- standardized test scores
- other objective/subjective measures of student

ability and/or achievement and portfolios of student work

- reconnendations v classroom/subject teacher(s!

- students reconmended by alternate pathways (eg, self, peer or
parent nominations; results of individual ability and/or
achievement tests)

Phase II Further Screening
+ Collect and review vertinent data on potential candidates

“hase TII Selection and Placement of RP4 Students
' Resource Program 4 Nomination Forn
v Annual placement and review
v 15% pool

Phase IV Develop Differeatiated Progran for RP4 Student

v P,E.D, Plan
- reqular classroom
- special class

Phase V  Notify Parent of Studeat's Differentiated Program
' Beview P.E.D, OB Motify of specific provisions

F\gwc L.
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4 Bwonadized Edecatron Pogram (RER) Plan (Kuh, 19885 7"
each Talent Fol Student which is jointly developed , reviecweX
and updated 4 Y Fhe classréom [sud; et feacher andl Fesvrce %ram
vd +teach er;

- a faxanamj of Enrichment Aetitres (Foch, 1990) which cletar/s
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7D etudsnds Served (all studente, Talen? Fool SYoudenats), a’e/nrefj 67«:"%
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&U‘m? also be utilized éy ami nistetons o ron "’b”\”j schoctwide
enrichment prodisons.
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7?06?7 View'’s Aovree l%jrm % el i SPH Cﬂdy,)v end, like 175
P falyfo sYhe Scheolwide Enrichment Hlodel) will continue o be rewised as
more /'S discovered /n Fhe Corrimg years /n Hhe areas of erfectne
yenem/ and. difFerendiated cusricula andd proven %eac/;zzq-,/e.m/'ﬁa
St ;68 Qnal, as /MOre (NS GhaT S jameéé Jnito Fhe criticad RIITIASIO
between brain ank mimd .

92 K

K¢




SAGE 1990 - CONFERENCE PROCEEDINGS

TREFERENCES

Cox,Tine, Meil Dariel, and. Bruce O.8osfon (1955). éfa’amézq Ablle Lesrness,
Fusim, Tevas : University of Tepas FFess.

Gardrer, Howadl (¢770). Frames of Hind . Muw %ork 1V ¥ : Bose Broks, Tinc.

Hoch ToAne ((750). Persomalized &lucetron Fogresrs Famning Lor Giffedness—
A Tnteachie Hede!. Pasented at Nationat Asucimtress £ Ghed Chitidrer
Fnawal Contecence., Evlandlo, Florida - Novermber 1998 (unpublished ).

Hoch ,To-Anne (1990). !@’a—/g Znclicartors Smmcq Vreaks (unpidlished ).

/ﬁcé y To-dnne ( /990) . 75/&00%070 Enrichment’ Aetitras (M,aaé//;réez{_) .

KOJ)) To-nae (1987, 1990), Aesovwrce /rajmm Y- Chervew of e
Schoolwide Gnrichment Hode!. (wunpublished).

Fenzulli ) Taseph S. (1972). The Enrichment Trind Mede], Manstield Gnter,
(onneshient: Creative Aearning Fess, The..

Rewdli, Toseph 5., Sally M Kes, aad Linde H. Snith (1931). The Rseluing
Doer Tdentsbrcutron /Nodel , Marstield Lenter, opnechied : (Ceatwe ,éw/my s, e..

Ronauls, Tosophs ., andSadly 70 Bess (1955), TeShoollynte Errichment Hode).
Jlansfredd Genter, Conn echiced : Creatve Aea.m/'nj #ess, Tne.,

Stembecy,fBbect T 91D fow (o 4k Teach Titelligerce 7. Ahitadelphia,
/@mgy/wzn/a,  [Cesearch For Lotter Schools,

Tradlinge Donald T, (1756), Elendimy Gotpod Eucassins Wish vha Tobe!
v
&Am/ @ram gﬁcmd &Lrtron - /‘%0/32/_). &6)‘977_, /Wd.xmdme#: :D.OK. P?;.é/f.d;us .

5 93
‘ 59




SAGE 1990 - CONFERENCE PROCEEDINGS

Development and Transfer of Skills Specifically
Exercised in an Enrichment Program
Colin J. Laine

Intreduction

The purpose of this project was to investigate the assumptions and affects
of an enrichment program provided to glfted students In gradaes 5 & & It is
nrasumed by many in the school systsm that glfted students (1) have
extraordinary learning neads that are not fully met within the 'regular’
program; (2) have isarning nesds that form cognitive patterns -or styles-
that can be readily identified and measurad; (3) hava |zarning
characteristics that distinguish them from students who are not identifled as
gifted; and, (4) have access to programs that set objectives appropriate to

‘r = 3arning needs !dentified.

This assumes of course, that there are programs with the 'regular’ core
curriculum and standard types of teaching strategles that do not allow
(gittad) students to achleve an optimum lavel of learning. Furthaer, we
assume that the curriculium and teaching In special aducation programs will
assist these students to develop their potential to a higher lavael. We wanted
to find out if these assumptions are true., Wa wanted to 3ee |f students would
benefit from special programs both within and bayond the program time, If
there appeared 1¢ ba no differences in the students’ abliities when
compared to changes In abllities from non-identifled gifted students in
‘'regular’ classes, then one must question the provision of any secarate
program for the gifted student., wWe alsc were Interested In finding out what,

if any, effact there might ba for those giftad students who dld not participate
In a special program.

Back

Students are designated as gifted generally due to the demonstration
of axtraordinary performance of abllity, Over time, sets or clusters of
performances, transiated Into behaviour, have come to characterize ons
who Is "glfted.” A student who exhlbits more of these characteristics, or
abilitles, is considered more giftad than one who demonstrates
exceptionality In fewser.

Similarly, programs have been designed to parallel these abilities
academically as well as intellactually; however, our record of belng able to
predict student success in the goals of special programs (let alons success
in fater lIfe) has been poor. It Is a fraguent observation that the problem lies
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with the student: programs have appearsd meore reaistant 10 change
(Gallagher, 1985). There has bsaen growing evidence over the past decade
that the hateroganaity found In giftad students may weil lle not in their
apilitiesbut In thelr cognitive styies: namely, their preferred and persistent
approach to processing Information. The hypothesis tharefore is that If the
ingtruction In a course or program is differentiated to reflect a variety of
cognitive styles, it will reach more students., and resuit in a greater chance
of success. A sscond interest was in the measurements that couid be used
*o distinguish gifted from non-gifted studaents, and to examine this
hypothesis.

This i1s still an area of considerable controversy. To datarmine the
cognitive patterrs appearing as characteristics of giftedness anmd the skilis
subsumad in the program objactives, an aptitude test was sought which
appaared to assess a range of lower-level and highar- laval process skiiis.
By testing a group of students with both the Canadlan Tasts of Basic Skills
(the standard formal measure most commonty used in identiflcation
processas) and a diffarentlal processing test, the CTBS also coula be
sxamined in terms of its ability to identify processing,

Several modeis of cognitive style, (derived frum cognitive controis -
Gardner, Holzman, Klein, Linton, & Spanca, 1959: Klein, 1984), have baen
proposed. Among those moat frequently examined are: conceptual styie,
productivity, and conceptualization (Mesaick, 1978); fisid independencas -~
fieild dapaendanca (Witkin, 1974); and impuisivity-reflectivaness (Kagan,
Rosman, Day, Albert, & Phillips, 1984). Uniike achievement, thaess styies
are bipolar: that is to say, ends of each spectrum may be squally vaiuable
and more easily differsntiate approaches t© lsarning. ("Mora" is not
necassariiy mora valuabis than “less”).

Guilford (**30) pronosed that several of these styies could be fittec
into the informuuon-processing modei: thae Structura of Intallect (Gutiford,
19687), Several ingtruments were considarsd which are designad to
measure thae process of learning rather than the products, Among these
was the Structure of Inteilect Learning Abllities Test (Meeker & Msaker.
i976) modelied after Guiiford's S.I. modal. This was the most
comprshensive ¢f the aptitude-based tasts examined. Further, !t was the
ieast known in the region, and therefore less ilkaly to be affectad by prior
learning. Tha dimensions examined inciuded both icwer-ievel and higher-
lavel operations (cf. Bloom, 1958) and products (cf. Piaget p.24). Further,
Guilford (1977) hypothesized that caertain, and possibiy ali, of the tasts on
the products dimension act as second-ordar operations, or advancs
organizars (Ausubsi, 1978).
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Method

The Initial sample comprised 82 students, grades 5§ and & who had
praviously been nominated by their teachers for the district enrichment
program. From the screening process, which inciuded scores from the
CTBS, 42 were identified as gifted and seiectad for the program, and 6
were identifled as gifted, but not seisctad to participate. Thirty -four
students of the nominatad students were not classified as gifted and
pursued the regular program of studies full-time. Students came from a
variaty of socio-economic and cuitural backgrounds and the sample was
gender balanced as far as possible.

Tha SOI-Learning Abilities Test provided the exploratory measure of
cognitive style. The Operations and Products diménsions were
axtrapolatad in accordance t~ the Manual (Meakar, 1985). Tha contents
dimensions wera not included in the discussionm as there appeared to be
no diffarence in scores of Figural, Symboilc, and Semantic Contents among
the studeants. The CTBS and SOl scores were converted to T-scores to
anable direct comparison across grades and categories, and then
compared for slgnificant congruency.

Ihe Program

A task analysis of the program found four broad teachesr-designated
areas (Critical thinking, Creative thinking, Problem solving, Independent
study). These areas wera decomposad into information processing sels
raiated to Gullford’s Model and focussed on cognitive styles. Ten of the
alaven dimensions appeared in thae task analyses. The foci of the objectives
wara: Cognition, Convergant Production (Operations); Samantics
(Contants); Implications (Products)-(see chart attached). This
decomposition allowad a comparison between identified students’ abilities
and currlculum demands.

Teachers' Style

The style used by the teachers was assesssd as being traditional and
wall-defined: convergent, systematlic, evaiuative, and consequential

(implications). Thase dimensions appearsd most frequentiy in the program
analyses and the teachers’ styles: the teachers also had a strong eye for
detail (units). This pattern fittad only those students gifted in acadesmic
ability (Laine, Biank, & Clark, 1985). Students who were considered more
creative, specifically talented, and more independent persons generally did
not parallel the teachers’ and program’s stylistic demands.
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Data analvsis

The Structure of Intalisct Learning Abllities test was administared to the
studants at the start of the spacial program, at tha end of the program (12
weeks), and again at the end of the year. Data were also coliected on the
CTBS, and on the teachers asssssment of the students’ abllities in the three

cognitive arsas of the special program: problam=seiving, critical thinking,
and creative thinking.

Summary of Resyits .

1. Tha identification proceass di!stinguished the gifted studants generaily
by academic achievement (CT8S). Transformations (SOI) was the
only distinguishing style characteristic.

2. The CTBS generally was related to lower-iavel dimeasions of aptitude
(Cognition, Memory, Unita). Only the CTBS Work/Study Skills cluster
related to higher-iavel dimansions

3. A rspeatsd measures analysis found that Cognition, Evaluation,
Convergent Praduction, Units, and Transformations were
significantly changed In the program participants over the twaive
weak program. After a further 12 waeks, only Convergent
Production, and Transformations abliities continued to advance
significantly.

4. A ragression anaiysis found only Cognition contributad significantly o
Probism-solving ability as evaluated by the program tsachers.

5. Only Vocabulary (CTBS) contributed significantly to the evaluation of
students’ Critical Thinking ablilty: no formal dimension distinguishad
or contributad significantly %o students’ Creative Thinking ability.

8. Significant differencas between gifted students who particinatad andg
those who did not participate In the special program wers found in
Evaluation, Convergent Production, Units, Systems, and
Transformations. Of thaesae, only Convergent Production w~as a
focus of the program cbjactives.

7. A study of the profliag of studaents in all grades shcwed a consistant
pattern of strangths in the giftad students in Systems,
Transformaticns, and Implications .

8. A study of the profiles showed that the giftad student who particinated
changed over time compared to those of the non-participants. An
important obsarvation was in the Operations profiles. A similar pattarn
in the profile of the non-gifted students at the start of tne
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investigation is found to ihat of the gifted non-participators at the
end of the year., When these patierns were graphically regressed,
thers was no significant difference between them. The scores of the
gifted non-participators were, however, significantly higher than those
of the non~gifted students throughout,

I{ is |mportant to note at this stage that no student identified as gifted at the
start of the year but who did not get selected foI' the speclal programs was

dentified as gifted at the end of the acadamic year. They were all
nominated and considerasd “. . . very capabla - but not gifted".

Discussion & Conglusions

This study has shown that a typical identification process that was
stated as being "multi-dimensional” In fact distinguished tha gifted studaents
from the non-gifted primarlly by academic achisvement - even though the
teachers involved stated that they did not take much notice of the CT8S
scores. The one CTBS cluster that the teachers sald ware not locked at -
CTBS Work/Study Skills - In fact would provide the best Indicator from the
CTBS of higher-level dimension ability. The SCI alone did not distinguish

the gifted from the non-gifted students; thaerefore without the use of ths
CT8S, thers appearad to no consistant discriminating indicator In the

identification process. Zognitive abllity between giftad and non-gifted
students appears to be more by degree than by dimension,

The consistent pattern of strength in higher-ievel products t‘n the gifted
students supports the observations of Guilford (1880) and indicates a
preference for higher=-lavel crganization of iriformation, This consistent
pattern would not be assegsed using the CT8S., In the evaliuation of the
program’s objectives, little In either academic achievemant (CTBS) or
cognitiva style(SO!) related to the teachers' assessment of the students’
ablilties. We were unable to find any ciear indicator or standard by which the
teachers had evaluated the students' reiative standing in problem=soiving,
critical thinking, or creative thinking, Vocabuiary was marginally associated
(£<0.10) with critical thinking, Provious researchers (e.g. Beckwith, 1982;
Meeker, 1973a) have found Vocabulary to be a reilable Indicator of
parceived superior abillty. If vocabulary |s cbserved as a greater ability
communicate ideas, then those students with a superior vocabulary may be
rated by teachers as suparlor thinkers.

The precfiles over time Indicate that faw metacognitive skills are
advanced tivrough participation in the program. In follow=up Interviews, the
resource teachers reported spending between 50% & 75% on deveioping
Critical Thinking and about 25% on Creatlve Thinking sklils. Nowhere in the
reports did they list "Evaiuation” as a specific skill taught and assessed.
while they reported encouraging discovery (SOI-Relations), the grade five
teachers listed "logical formation of ideas" (SOl-Systams) as a higher
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ariority in assessing students’ reports. There was aiso no consensus

among the teachers as to which particular strategles constituted the
deveiopmant of 'Critical’ as opposed to 'Creative’ thinking. It is oPen %o
intarpretation whether or not the strategies used, or the type of work done,
or the manner in which these particuiar thinking skills wara assessed, wera

consistent with the stated program cbjectives within or across grades. The
resuits suggoest not,

One featura that must be noted again is the Similarity of patterns
between those students nominated but not identified as gifted at the start of
the year, and the non-participating gifted students at the and of the study.
The convergent and divergent production dimensions in the giftea non-
participants dropped significanily over time. Thelr classroom teachers
rgported that these students did not produce any work that they wouid
consider ’gifted'. Although all the ciassroom teachers sa,d the students

were very capable, not one would consider the students could do the work
compieted In the “gifted program”. when given the information that thers

nad been no significant differentiation of abilitias beatween tha participants
and non-pur ucipants, the classroom teachers did not belleve that the (non-
particirating) students should be raferrad for speciai education programs.
Although no teacher said the students wera lazy, thers wars several
euphemisms in the interviews that gave rise to our delieving the students
would be allowed t© do the work In the special program if they wera 0
complete the rsgular classwork first. The teachers nhad received
professional develcpmant services in programming for glifted students, but
did nct seem to use this knowledge In their decision-making.

conclusion

This study has shown Inconsistancy In the bases for wnich decisions
are made in referrai, identification, evaluating students’ work, rating
student achiavemaent of program cbjectives:; and understanding the
atements ancd strategies that make up the program’s componants. [t ajsc
ras shown concretely, that students who need special intervention but ~hc
do not get it, may in fact regress. Such a regression is Qbserved Dy teacners
as bahaviours inconsistant with thair own parcepiions of what a "gifted
student” should be. Consegquantly, they will be unlikely t© nominata thase
students in the futura or refar them for axtarnal assessmaent that mignt allow
the student a fair hearing at special educatiocn committae deiiberations.

Even with inservice for the teachers, thers is a need for cisar
understanding of program and student needs There 's a2 need to fina a
process that would assaess the consistent patterns found in the gifted
students. Thare is a nesd to wOrk with teacners in devaeioping skiilg of
evaluating zatudaents’ abillties in the (non-academi¢) instructional objectives
of these programs.
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PROGRAM OBJECTIVES

PROGRAM'S _STATED ORJECTIVES

1.

2.

Focl:

—SO[ DIMENSIONS

Problem-solving
- fact-finding: problem~finding;
idea finding.

Critical Thinking

- observing; classifying; comparing;
collecting & organizing information;
hypothesing,

Oivergent (creative) thinking

- dlvergent guestioning; quantity: viawpoint;
involvement; conscious self-deceipt:
forced fluency; flexibility; originality;
solution-finding.

Independent Study

- writing; inquiry; oral communication;
prasentation skills & technigues;
information gathering.

Cognition

Convergent Produstion
Divergent Production
Semantics

Units

Relations

Impiications

Cognition
Evaluation
Semantics
Classes
Implications

Divergent Production
Semantics

Relations
Transformations
Implications

Cognition

Evaluation

Convargent Production
Figural Content
sSemantics

Classes

Sygtems

OPERATIONS: Cognition;
CONTENT:
PRODUCTS:

Semantics
Implications

Convargent Production.
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Gifted/LD Students: Assessing Individualized Learning Needs
Judy L. Lupart

Literature concerning the gifted/learning disabled (G/LD) l egan to emerge during the early
1980's, and since this time there has been a growing body of articles, books and journals on this
topic. Despite the notable increase in the literature, most educators and administrators remain
uninformed about this unique group of students and consequently, there is minimal support and
programming intervention that is made available to these students. One of the foren.ost problems
with this group is that their potential often remains hidden or invisible. Students will often become
expert at utilizing their gifts to compensate for the disability areas, and as such, they can usually
proceed through grade by grade without particular notice. Unfortunately, only those with severe
leaming disabilities will lag behind far enough to warrant further screening, and once identified,
more often than not, the student is placed in a program for children with learning disabilities and
the gifts are simply ignored.

This phenomena has also been noted in the literature. Hansford, Whitmore, Kraynak, and
Wingenbach (1987) makes the point that in much of the existing literature, authors appear to adopt
one area or the other and then make vague generalizations to include the other. If we expect to see
any advance in the field of G/LD the separate areas of giftedness and learning disability must be
synthesized into one area of exceptionality, with a separate and unique phenomenon.

Many authors have suggested reasons for the lack of such a synthesis (Hansford et.al.;1987;
Whitmore, 1989; Yewchuk, 1986). Some of the primary issues include:

1) Lack of agreement on definitional aspects.

2)  Lack of information, awareness and interaction.

3) Lack of research and demonstration facilities.

4)  Lack of adequate identification measures.

5)  Lack of adequate programming.

6)  Socio-political problems.

Anyone who is familiar with the field would have difficulty denying any one of the issues
listed above, and it should be emphasized that much more work needs to be done in all. It should
also be noted that there may be considerable overlap among the issues, and that the resolution of
one area might well provide some clarification for other areas. In the remaining part of this paper,
[ wish to make the point that the perspective one adopts toward solution of a problem area may
well delimit the solutions one may ultimately find. In other words, the issues 1at are currently
descriptive of the G/LD field may be more generally symptomatic of the need fc  paradigm shift.
For the sake of brevity, I will limit my discussion to a focus on the issues associated with the
identification of gifted/learning disabled students.
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Issues C .0 [denrification of G/LD

A brief overview of the literature reveals that there have been three general approaches to the
identification of the G/LD student.

1) WISC-R or IQ Test Analysis - In this type of approach, protocals are broken down into
their subtest scores and along with the verbal/performance scale discrepancies, are analyzed to
discern any unique or unusual patterns that might typify the G/LD student. (Schiff, Kaufman, &
Kaufman, 1981; Silverman, 1989).

2)  Search for Characteristics - In this approach, groups of students labeled as G/LD are
given various tests, or informal questionnaires and rating scales and key characteristics are
determined. Alternatively, students representing the G/LD subgroup are compared with other LD
and or gifted groups and the distinguishing characteristics are tallied. (Maker, 1977; Tannenbaum
& Baldwin, 1983)

3) Taxonomic Classification - This relatively recent approach utilizes a case cluster
analysis procedure to examine and classify numerous variables and test score results to identify
subgroups of G/LD positioned according to the degree of severity of the learmning problem, and the
corresponding identified academic problems (Barton & Starnes, 1989).

Even though this type of work is helpful in certain aspects of the identification of G/LD
students, some of the limitations of these three approaches are:

1)  All of the traditional criticisms concerning standardized assessments and testing (i.e.

validity, reliability, sampling, etc.) apply here.

2)  The often reported problem of reading/spelling disability will continue to depress scores
of G/LD on group IQ and achievement tests, and thereby keep their real potential
hidden.

3) Characteristics listings are virtually identical to underachieving students.

4)  These approaches are highly dependent upon labeling at a time when labeling is being
actdvely discouraged in the schools.

5)  The information has minimal relevance to instructional adaptations.

In addition to the above, it is most important to point out that virtually every discussion
concerning G/LD focusses upon the identificadoi aspects of assessment as opposed to the
individual learning needs aspects. As a direct result of the one-sided concentration of concerns
stemming from the gifted perspective, a potentially fruitful area of consideration has been almost
entirely overlooked. The very fact that the richness of learning needs assessment and intervention
that has pervaded the field of LD, has been mostly neglected in the G/LD literature, is perhaps the
ultimate example of the lack of synthesis of the two fields. It is suggested here that the waditional
perspective taken within the G/LD field needs to be reviewed and the development of a new
paradigm for future work in this area is recomniended. The following section of this paper will
outline an in-depth assessment procedure which was utilized in the assessment of three G/LD
students in junior high. Some of the unique features of the assessment approach are that it is
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diagnostic, positive, developmental, student-centered, and is focussed on the learner in context.

New Paradigm Assessment of G/LD

In-depth assessment of learning abilities as well as learning disabilities needs to be carried out
and synthesized into a multi-dimensional profile of the studsnt. Since many of these students will
have huge files with test results dating back to early grades, much of this can be summarized and
noted on a multi-dimensional profile. However, it should also be noted that more often the test
results are aimed toward diagnosis of a learning disability, and for this reason, it is important that
there is a balance of measures showing both strength and weakness areas. The areas suggested for
such a profile would include intelligence tests, achievement tests, creativity, self-concept, teacher
evaluation, and family support. Taken together, this would constitute what I refer to as Stage One
- Summary Profile assessment.

Stage Two - Learner-in-Context assessment incorporates recent thoery and research
stemiming from the cognitive development literature, For example the work of Ann Brown and her
associates (Brown, Bransford, Ferrara, & Campione, 1983) over the past two decades has clearly
shown that we need to be concerned with the interaction between variables that affect learning.
The widely adopted Jenkins' (1979) tetrahedral model listing learning activities, characteristics of
the leamer, criterial tasks, and nature of the materials i; a good example of such an organizational
framework, and is used as a basis for stage two assessment. Moreover, Vygotsky's (1963) socio-
historical theory suggests that it is essential to examine the mediational and/or social aspects of the
leamning context. Accordingly, stage two assessment procedures are geared toward the
discernment of learning strengths and weaknesses as they emerge within the typical classroom
environment, in interaction with the teacher or other students. Assessment materials should be
similar to those used within the classroom. The student's own notebooks and texts are preferable.
The basic format for this stage of assessment is the structured interview.

In the preliminary work with three G/LD junior high students, each was seen individually
and the length of sessions ranged from two to two-and-one-half hcurs. The format and
sequencing of the structured interview session varied with each student. A shared
writing/response activity as well as a silent reading activity was carried out with each student. In
addition, student notebooks, previous writing samples, and current texts and recreational reading
materials were utilized throughout the sessions.

Since all three students had specific leaming difficulties in the language arts area; writing and
reading as well as program aspects were explored. The tetrahedral model was applied in
the writing and reading areas using the four categories of person factors, task factors stiategy
factors and stance. Examples of questions used to assess writing and reading are as follows:

WRITING: Structured Interview Questions
[. Person Factors
1. Are you a good writer? What do these comments tell you about your writing ?
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What do people say about your writing? (Students, Teacher, Parents)
Who is a good writer? How do you know?
3. What would you like to change about your writing? How could you improve your
writing?
4, Do you write at home?
5. Why do people write?
II. Task Factors
1. What has to be in a good story? In a good essay? In your notes? In your journal?
2. You are going to write a story. Is there anything else you would like to know?
. Strategy Factors
1. What do you do to help you write a good story?
2. If you have difficulty, what do you do?
3. If you knew someone was having difficulty writing a story how would you help
them?
4, Are there any changes you would like to make?

[V ]

1. If you were to write something for yourself and something which will be posted on
the bulletin board in your classroom, would you do anything different?

2. Hereistheword . Show me how you would learn to spell the word.

3. Tell me about the kinds of writing you do at home.

4. You have written this story. How would you rate it on a scale of 1-10?

READING: Structured Interview Questons
[.  Person Factors
1. What is reading?
2. Are you a good reader?
3. Who's a good reader? How do you know?
4, Do you read at home? Tell me how you read at home? What are you reading at
home now?
II. Task Factors
1. I am going to have you read a story out loud, and when you are finisi >d, [ am
going to have you retell me the story. Is there anything else you w -uld like to
know?
2. Why did you pick that book?
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III. Strategy Factors
1. Was there any part of the story you didn't understand?
2. What do you do if you don't understand?
3. Did you try to guess what happened next in the story?
4. If you knew someone was having difficulty reading, how would you help them?
5. How do you think you can improve your reading?

IV. Stance
1. Youread this story and you also read this passage about earthquakes. Do you think
you read them differently?

2. Do you do anything different?
3. Which do you find easier? Why?

The program aspect covered the three categories of self-organization, class structure and
personal response. Questions representing this area of focus were more generally geared to
regulation aspects and the student's own perception of himself within the learning context, and
some of the typical questions posed are listed below:

PROGRAM: Structured Interview Questions

I.  Self Organization

1. How do you organize your schoolwork? Is there anything you could do to improve
in this area?

2. How do you organize your time at school? Your study time at home?

II.  Class Structure
1. What kind of a class is this? What is the purpose of this class?
3. Do you attend regular classes as well?
4. If you could change the way things are at school, what would you like to see?

[II. Personal Response

Why do you go to this class? How will being in this class help you?
What do you like about school? What don't you like?
What can you do very well in school?
What do you experience the most difficulty with?
How is the family involved in your schoolwork? How is homework dealt with?
How much? Where? When? Alone or with others?
6. How does the family view literacy?

All sessions were video-taped and all discussion was transcribed. Key segments were noted
and organized within the tetrahedral framework, and recommendations regarding each student were
summarized in individual education programs. Meetings were then scheduled to convey, confirm
and validate the information with the teacher and parents. Specific instructional procedures were
developed in collaboration with the teacher and parents and incorporated into the program.

In conclusion, a review of the issues in the G/L.D field suggests that the area can be enrichec

th!\)o—-
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through a synthesis of the methods and procedures representing both areas. The specific area of
identification was examined and the typical approaches were briefly outlined. It was suggesied a
new paradigm assessment approach would be more instructionally useful, and a two-stage model
consisting of a "Summary Profile" and a "Learner in Context" component was described. The
preliminary work that was carried out with three junior high school G/LD students suggests that
this assessment rnodel is particularly useful in assessing the individual learning needs of G/LD
students.
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Meeting Students' Needs Through Individualized Instruction
Ed Marchand

Introduction:

This presentation looks at some of the unaddiessed educational
needs of secondary school level Gifted and Talented students, and
then looks at how one high school - Bishop Carroll High Schoo! -
meets the needs of these students through individualized educatiun.

Needs of the Gifted and Talented Student

A five-year longitudinal study of Gifted and Talented (G&T) students
who have graduated from Calgary area high schools indicated a
certain amount of dissatisfaction with the ways their schools had met
their special needs. At the same time these G&T students made some
suggestions for improvement in schools.

The study indicated that G&T students want more:
+ individualization
« flexibility
« enrichment
« ptrsonal development,.

G&T students also want more help with their personal development
to offset some of the negative traits particular to this group:
« alienation
arrogance
intolerance
rebellion
fear of failure
coasting.

Unfortunately for G&T students the traditional high school has too
many of the following characteristics:
» rigid programming
large class sizes
diverse abilities in class
overemphasis on academics
heavy workload demands
diploma requirements
anonymity.

, 109
o 103



_____—____—_———_'_—

SAGE 1990 - CONFERENCE PROCEEDINGS

Consequently the traditional high school tends to have some
unfcotunate outcomes for G&T students, including:

+ no individualization

* no time to explore special interests

« inadequate personal development.

And after high school the G&T students go on to post-secondary
institutions where they suffer from a variety of deficits, including:
« poor work/study skills
« poor independent learning skills
« poor self discipline
« poor motivation.

Introduction to Bishop Carroll High School

Bishop Carroll High School is one of the most progressive schools in
North America. It has been in operation for almost twenty years and
has graduated thousands of Alberta high school students who have
never spent a day in a high school classroom. Yet these students
generally have achieved high marks and have had a good
development of their personal growth skills and responsibility. How
is this possible and what can an individualized school do for gifted
students?

What is so unique about Bishop Carroll High School?

Bishop Carroll High School is a school of the post-industrial age. [t
has broken out of the classic secondary ecducational mode of mass
producing course completions using a standard process applied over
a standard period of time. There are over 1,150 students at Bishop
Carroll but no two of them are ever presented with the same
teaching. Though the curriculum is generally the same for all, each
student can learn it with his own appropriate combination of books,
computers, videos, seminars, and personal consultations with
teachers. Instead of learning only in front of a classroom teacher, at
Bishop Carroll the student selects from the various Juarning tools to
suit his needs.

So instead of studying a course in standard number of hours, the
Bishop Carroll student spends as much or as little time as needed on
the course.

Instead of stopping and starting course work on arbiurary dates. the
Bish Carroll student proceeds continuously year-round as it suits
hill‘o
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Instead of learning as best he can in a fixed amount of time, the
Bishop Carroll student masters each step of a course before he can
move onto the next step.

Instead of being a passive recipient of knowledge presented by a
teacher, the Bishop Carroll student is an active participant in his
learning.

And instead of being little more than a numbered unit in a endless
flood of students coming before a teacher, the Bishop Carroll student
works under the supervision of a single Teacher-Advisor for his
entire high school career.

What are the key elements of the Bishop Carroll system?

At Bishop Carroll all of the learning activities that a teacher would
normally present in a classroom are packaged into booklets called
Learning Guides. These Learning Guides describe the objectives the
student must master as well as describe useful learning activities
that enable the student to work through a course on his own.

The students work in a large rooms known as Resource Centres, with
teachers and assistants providing assistance at the students’
requests. The students control the time they spend in these Resource
Centres, though they must all attend school daily on a regular basis
within the parameters of their individual programs.

Students write tests in a common centre when they are confident
that they know the objectives of a Learning Guide well enough to be
tested on it. If a student is successful on a test, he will be awarded
two or three progress units. 30 units are required for a course
completion.

Seminars, A-V presentations, guest lectures, labs, and workshops on
special topics take place daily in most courses. The student attends
these activities as needed to master the objectives he is working on.

What kind of students attend kishop Carroll?

Students from across Calgary coms to Bishop Carroll. Some come
because they are high achievers and want to finish high school in less
than three years, or perhaps do it in three years and still handle a
part-time job or heavy extra-curricular load. G&T students may
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come for that reason or simply to experience the freedom to work
independently or explore subjects in depth.

Some students choose Bishop Carroll because they want to slow
down, master their work and finally get good marks. Most of these
slower students gladly take three and a half or four years to
graduate.

Bishop Carroll is also the high school where over 100 elite athletes,
artists, models and musicians attend school on a very irregular basis
while they pursue their activities.

Bishop Carroll also attracts many students who only want to spend a
short period of time upgrading their high school marks, and who
don't want to do that in an inconvenient or inflexible schedule.

The fact that so many different needs are met at Bishop Carroll
shows the true value of a school which operates for the individual
student.

What special tools are used at Bishop Carrcil?

a. A personal advisor for each student.

Each student is supervised by one of the teachers, who is known as
the student's Teacher-Advisor. The Advisor sees the student
through from admission to graduation, giving an important personal
dimension to a large urban high school. Teaching the student the
attitudes and skills to develop individual responsibility, as well as
mcnitoring the student’s daily progress is an important part of the
Teacher-Advisor's job at Bishop Carroll.

b. A data base.

Each student’s progress is monitored continuously. This requires all
15 subject area Resource Centres to update the progress of 1,100
students every day. In turn this ur . count must be examirned and
recorded daily by all 45 Teacher-Advisors and the 25 students of
which each Advisor is in charge.

c. A packaging process for each course.

At Bishop Carroll each teacher must be a writer. Overall, hundreds of
Learning Guides have been written to present the learning activities
for over 100 courses. These Learning Guides are all prepared on
computers and are being updated and improved constantly by the
teachers.
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d. A special track for high achievers

Students who find the regular Learning Guides to lack challenge for
them, and who prove it with goods marks, can ask for ALPHA
Learning Guides which are intended to provide activities which are
more enriched and sometimes even unique to a particular student.
However, the student does not have to stay in the ALPHA
permanently and can switch back and forth between regular and
enriched work as desired.

Where is Bishop Carroll going in the future?

Bishop Carroll High School has developed and maintained its unique
and successful educational system for the past two decades - a
period which saw several swings in the general nature of education.
Bishop Carroll's philosophy of individualized education was steadfast
throughout that period and will continue into the future. Indeed it
is likely that the Bishop Carroll model will be used more and more in
the schools of the future.

Conclusion:

As we look at the needs of G&T students we can see that many of
their needs can be met at Bishop Carroll including flexibility in their
high school programming, assistance with their personal
development, and preparation for educational life after high school.
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Administrative Provisions for the Gifted and Talented
Garnet Millar

Presentation outline
Introduction
Garnet Millar
Education Response Centre

In order to better understand the initiatives undextaken by
Alberta Education, a brief overview of the history of special
education in Alberta is necessary with particular emphasis on the
gifted and talented. A context will, therefore, be provided for the
presentaticns made by the various branches of Alberta Education.

A. History of Special Education in Alverta Transparency No.
o 1905 - 1932 #1,2
e 1960’s $ 3
() 1970’s # 4
e Types of Special Education Classes
in Alberta 1920 to 1979 $5
B. Provision for Gifted and Talented in Alberta School
(1980’s)
e Stimulus (CEA, Alberta Education Survey,
Curriculum Zonference) # 6,7
e Task Force on Education of the Gifted and
Talented (1982) #8
e Recomnendations of Task Force (1383) #9
e School Act (1988) - Provision for Gifted
s. 29 (1) (2) (3) # 10
e TIolicy on Special Education # 11
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e nm::gotmramsforGif‘tedam
Talented: Special Education Block
Grant. ($181 per resident student)

Canclusion

With this information as buckgrouwd, varicus initiations frcm
Alberta Education will be presented.

Copies of the overheads can be obtained through \
the Centre for Gifted Education. :
Ask for SAGE Conference 1990 - Speakers’ File /
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Recognizing Corrections: Alberta Education Initiatives -
Implications for the Education of the Gifted and Talented
Garnet Millar

Presentation Outline
Garnet Millar
Education Response Centre

Introduction

A number of initiatives have been undertaken by the former
Special Educational Services Branch and by the Education Response
Centre since the Task Force Report "Educating Gifted and Talented
Pupils in Alberta" was released in 1983. These initiatives will be
briefly described.

A. Development of a Rescurce Marmual for Teachers Transparency No.

° Educating Gifted and Talented Students

in Alberta (1986) # 1

° Chapter One - Overview # 2

® Chapter Two -~ Planning a Program/Service # 3

® Chapter Three - Identification # 4

® Chapter Four - Program/Services #5

® Chapter Five - Evaluation # 6

° Appendices # 7

B. Inservice Package for Teachers #8
C. Videotape Series on Serving the Gifted and Talented 3 9
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D. Handbock of Instructicnal Materials for the Educaticn

of the Gifted and Talemted # 10
E. Directory of Programs and Services for the Gifted
arnd Talerted in Alberta (1987) # 11
° Format of Directory # 12
F. Incidence of Exceptional Students in Alberta # 13
® Purpcse 3 14
o Retarn Rate ¥ 15
e Excepticnal Students in the School Context # 16
[ ) 9.7% $ 18,19
o 2.5% of Alberta Students are served in
Gifted Programs # 20,21
° Gifted is Now an Important Camponent of
Excepticnal Students in Alberta # 22
4. Development of Enrichment Units - Country of Parkland § 23,24

Canclusicn

The ERC has moved from providing guidelines for the development of
gifted programs to providing practical materials that teachers can readily use
in the classrocm. It is ocur hope that we will continue to assist teachers in
making schooling meaningful for gifted and talented students.

Copies of the overheads can be obtained through -
the Centre for Gifted Education.
kAsk for SAGE Conference 1990 - Speakers’ File

—

1

o 118 lli




SAGE 1990 - CONFERENCE PROCEERINGS

Focus on Research
Teddy Moline

Focus on Research: A Guide to Developing Students’ Research Skills is a
monograph which guides teacers in the implementation of resource-based
research with their students.

BACKGROUND

Focus on Learning: An Integrated Program Model for Alberta School
Libraries was published in 1985, and is still being implemented.
Jurisdictions have requested more guidance in implementing the
instructional component of this model, and to accommodate this need,
Focus on Research was developed. Integrating research skills and strategies
into Programs of Study and Teacher Resource Manuals is one way of
promoting the development of students’ ability to comprehend, analyze,
synthesize, and apply infcrmation. However, until all subject area
documents are revised and drafted, and incorporate research skills as
appropriate, this monograph provides assistance in developing students’
research skills and strategies.

After extensive input from teachers and Alberta Education staff, the first
draft of Focus on Research was distributed in March 1989, Over 350
individual responses were received, plus numerous collective responses.
Revisions to the document continmued over the summer of 1989 and every
effort was made to incorporate the suggestions from the first draft. After a
second favourable review and rewriting, the document was finalized in
March. This document was distributed to all schools in April.

PURPOSE OF THE MONOGRAPH

Students in this generation are faced with a more bewildering array of
information than has previously existed - for both the quality and quantity ~f
information have changed. Developing the skills and strategies to deal
effectively with information will prepare students to function fully incociety
and will contribute to their appreciation of learning as a lifelong process.
The underlying philosophy of Focus on Research is based on research that
shows students must make connections and see relatiunships between what
they read, see or hear and what they know before inforamtion can become
personal knowledge. This document presents a comprehensive research
process: the skills and trategies that students learn can be applied in any
subject area and can be transferred to all types of curriculum-based research
e.g.. historical, empirical, action, etc. and to many situations in everyday life.
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The Continuum of Research Skills and Strategiss

The continuum of research skills and strategies presents five stages through

v ch students progress during a research activity. In part the terms used

to describe the five stages in this research modiel. are derived from Focus on

Learning:

Stage 1 : Planning - preparing for research:

Stage 2 : Information Retrieval - gathering information:

Stage 3 : Information Processing - syn*hesizing, analyzing, and evaluating
information;

Stage 4 : Information Sharing - presenting the final product: and

Stage 5 : Evaluation - reflecting on the complete process and identifying
changes and transferabie sicuations.

Each stage is composed of skiils and strategies which students need to
efficiently handle informacion. The continuum is cumulative and students
acquire expanded skills and sirategies while working through the stages.
However, teachers may choose tn fcous on only one aspect of the research
stages o. skills for a particular activity, and that there may be considerable
movement back and forth amcngst the stages. depending on the acuvity.

STAGES SKILLS
+ Establish Topic
« \Jentify information Sources
Planning « ljentify Audience and Prasentation
Format

» Establigh Evaluation Criteria
» Review Process

Iriformation * Locate Resources
Ret/evai +» Collect Resources
* Review Process

+ Choose Relavant information

+ Evaiuate information

Information » Qrganize and Record Information
Processing « Make Connnctions and Inferences
« Craatn Product

* Revise and Edit

¢+ Raview Process

information - Prasent Findings
Sharing » Demonstrate Appropriate Audience
Behaviour

» Review Process

Evaluation «» Evaiuate Product
« Evaluate Resaarcn Procaduras and Skiiis
+ Review 'rocass

Figure 4: An Overview 2f The Researca Skills Contiuum
Jee Apparidix for copy-ready form,
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eC Ley

The continuum of levels of research, introductory to advanced. indicates
that students will progress, as they experience more research activities,
from teacher directed (dependent) learning to student directed
(independent) learning.

The two ends of the research level continuum, introductory to advanced, are
not grade-labelled. Students of any age may attain the skills and strategies
identified in the introductory or advanced level with only the level of
complexity differing as the student progresses through school.

\Nmooucmnv LEVEL

STAGE 3: STAGE 4:
INFORMATIO0id | INFORMATION
PROCESSING SHARING

ADYANCED LEVEL

STAGE 2:
INFORMATION
RETRIEVAL

STAGE 1:
PLANNING

The continuum of Research Stages and the Continuum of Research Levels.

Teacher Planning

The role of the teacher and teacher-librarian in this research model is as
facilitator-model. Information is also provided for teachers who are
considering integrating research into their curriculum for the first time.
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CONCLUSION

This document advocates the importance of students developing critical
thinking skills, and a generic research process. Many more resources from
other sources for and on the topic of a research process and thinking skills
are available. Teachers, as lifelong learners, may find this document leads
them to other sources which also promote the development of students as
truly independent learners.

IMPLEMENTATION
Provincial

One-day awareness sessions will be offered in each of the six zones in the
fall, 1990. The regional media and technology consultants (see below) will
invite each jurisdiction to send 1 - 2 lead personnel. who will be responsible
for further orientations in their district. Larger jurisdictions. regional
library systems, ATA conventions, and specialist councils may wish to offer
special inservices on this topic.

School

The most effective approach to developing students' research skills and
strategies, is for schools to develop a research plan which meets the needs
of their students, resources. and staff. Ideally, leaders attending the
awareness sessions will work with schools in developing their own research
plan for students, and will assist in determining which specific skills and
strategies they feel are appropriate to their situation. These skills and
strategies are never internalized when they are taught in isolation. but anly
when they are integrated with the curriculum.

Focus on Research identifies a few selected references to research from
Programs of Study to be used as starting points for schools when developing
their own research skills continuum. Schools, however, will be able to
identify far more references than there was room to list in this document.

Developing and implementing a research skills continuum and research
activities works efficiently when teachers cooperatively plan with a teacher-
librarian. it is recommended that in cases where a teacher-librarian is
unavailable due to low enrollment, that a cooperatively planned researcn
project can be worked out between classroom teachers.

ALBERTA EDUCATION

Focus on Researchu
A Guide t0 Developing Students' Research Skils
#0OXS 0-1016
$3.7%

From
Learning Resources Distributng Centre
12360 - 142 Street
Edmonton. Alberta
TSL 4X9

Tel. (403) 427-27€7
Fax. (403) 422-9750
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A Developmental View of Young Gifted Artists
Marion Porath

The approach used to study artistic giftedness combines two
perspectives:

1. Stages of development in different domains. This
emphasizes the constants in development and the
characteristic way children think at different ages. This
perspective is more global, focusing on the "forest," or
"big picture" of development (Case, 1985; Dennis, 1987;
McKeough, 1986).

2. Fleld-speciflic approach (Gardner, 1983) which emphaslzes
specific abilities, or the "trees" of development. These
abilities constitute the richness and detail which are added
to the "big picture” and which are believed to differentiate
gifted children from the norm (Porath, in press).

atla

- Increased recognition of domain-specific achlevement (vs.
"general disposition”).
- More attention should be given to discipline-specific
knowledge and skills.
- Excellence in a given field of accomplishment may offer a
better basis for selecting individuals for educatlional
benefits than testing for general intelligence or creativity
(wallach, 1985).
- Fleld-specific instruction is cruclial:

Feldman - Prodigles

Stanley - Gifted mathematiclans

Bloom - Highly accomplished planists, swvimmers,
research mathematiclians.
- More research needed on the pre-adolescence period.
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STAGES IN DRAWING DEVELOPMENT (Dennls, 1987)

AGE

4 Understands and draws fligqures conslsting of
several parts, e.g. humans, trees, flowvers
(Fig. 1).

6 Puts 2 or more objects on a single baseline.
Simple "scene" results (Flg. 2).

8 Objects placed with regard o 2 scenes - fore-
ground and back-ground (Fig. 3).

10 Foreground and background scenes related via a
middle ground. Coherent 3-dimensional scene
vith clear and continuous appearance of depth
(Fig. 4).

12 Multiple scenes with polnt of view constzalin:s
(Fig. 5).
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Figure 1 Flgure 2

Figure ¢
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Artistically gifted children attain the stages of
draving development at approximately the same ages as other
children. Wheze they excel are in such things as skill in
draving human figures and animuls (e.q. proportion, detail),

dzamatic composition, style, technique, and elaboration of
picture components.
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Under the Gifted Umbrella: The G.A.T.E.S. Program
Peter Prest

Introduction

At Sir Winston Churchill we are entering into our fourth year
with the G.A.T.E.S. program, and each year that program has
changed. what I1'd like to do this morning is describe the
basic framework or the ribs of our particular umbrella, the
background planning, the changes which have gone on over the
past four years, and end with what we're doling currently. 1In
doing so I'll try and point out what I consider to be the
strengths of the program along with its weaknesses, ideas
we'd like to come back to and ones we'd just as soon forget.
Most of all, I'd like to let you in on the creative thinkling,
foresight, imagination and trust which seem to me to surround
this unusual gifted and talented program on all sides.

G.A.T.E.S. is an acronym for Gifted and Talented Educational
Support and was suggested by Glen Holmes, then a consultant
with EAS~G, the CBE's short-lived gifted education support
sexrvice. By selecting this name we delliberately tried to
implant the idea of enabling and providing opportunitiesz for
both our students and our colleagues, but not of taking on
the role of 'gifted instruction' in the school. We are not
the 'gilfted teachers'; whether they 1llke it or not any
teachers who work with these students are 'glfted teachers'
and we see our role as being one of broadening the base of
glifted instruction in the school through our persistent and-
focused support.

Qur Origins

Sir winston Churchill 1is a large wurban school with a
population which hovers Just above the 1700 mark. Prior to
G.A,T.E,S5. the school assumed that its IB program, along with
Performing Arts and other enrichment programs provided
significant and sufficient educational opportunities for our
gifted and talented population. We are the £lrst school in
Alberta to offer the IB program and our students have
continuously demonstrated their high academic abilities herxe
in both the humanities and sclences. The Performing Arts
option and our strong Fine Arts program offer artistically
talented students a wide range to choose from. Did we really
need a gifted program on top of all this? wouldn't such a
program r.ally be superfluous?

These were some of the questions in my mind when I apprcached
then-principal, Terry Allen, about £forming a committee to
examine the potential need for a special glfted education
program at Churchill. Terry not only encouraged me to form
sucl a committee but he gave us an open-ended time frame to
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axamine the need and {£ necessary, develop a program to meet
that need.

The resulting committee was in fact a very large one. There
was representation on lt from all departments in the school
as well as the EAS-G team from ELC I - about 18 people when
we all sat around the takle. And it became clear from talking
with these people, that they were there bhecause they already
had a definite interest in gifted education. We began with a
simple but essential question £for any dgroup to start
with...'who needs us?' Very quickly it became svident that
there were ln fact three ildentifiable student groups that did
need support in the school - the glfted underachievers, the
passionate learners and our lncoming Grade 10 students who
had already been involved in programs at thelr respective
junior high schools. These were students who weren't
necessarily going to be picked up in our exlsting enrichment
programs and who deserved our lmmediate attention.

That narzowing of our focus happened In our first few
meetings. It took us the remainder of the year to develop a
program which would meet such a diverse set of needs. During
that time, thanks again to EA5-G, we were able as a commitrtee
to be freed from the school for two half days to meet, review
the existing literature, review existing programs {n the
system and elsewhere, and to plan ouz own. The leg work for
this large committee was carried out by a smaller steerling
committee O0f eight members.

Two problems confronted us immediately. The flrst one was
that most schools had adopted existing or packaged programs
developed by others <£for insertion into thelr school
timetable. It was our f£eelling that such a pollicy tended to
isolate those students selected £from thelr peers which we
felt was undesirable, It also perpetuated the concept of the
'gifted teacher' who looked after gifted instruction leaving
the remainder of the staff £free to concentrate on regular
instruction. aAgain, we didn't ¢£eel that was a dJdeslirable
approach - for any of our students or teachers. Surely there
was a way to incorporate some of the approaches used £or
teaching 4glfted students into the regular classroom, and Just
as surely there were as many students who could beneflt £frco
those approaches outside of our program as there were In.

The second problem was equally as frustrating :for us. There
was almost no documentation in the 1literature of programs
working with gifted underachievers, one of our initlal target
groups. What 1lilttle literature we did £ind didn't seem %oo
optimistic about our chances for success with thils 4group.
Underachlevers were difficult to motivate; glfced
underachievers were even moreso, since they 3aw <the
motivatrion coming long before thelr peers, and had plienty <
time %o duck,
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Wwe did find a lot on mentorship programs f£or our 'paszion'
students and we did find a number of programs which seemed to
match the needs of our incoming Grade 10 gifted population.
The one we felt most comfortable with was George Betts'
Autonomous Leaxner Model since it operated on discovery and
self-dirxected learning, tying in very well with our own alims
and beliefs about education.

Wwe also felt more comfortable with Don Trefflnger's approach
(1985) to gifted education generally. He had talked of
developing a ‘'talent pool' using the broadest measurements
possible for inclusion into the program, and adopting what he
referred to as tie IPPM approach (individualized,
programming, planning, model). The importance here was the
process involved, not the entity of the program; a framework
for making decisions, not prescribing learning structures.

In the end we felt.lt necessary to develop an umb.=1la
approach - one program with three separate but interlocking
focl. We hoped by approaching the problem in this way that we
could reach a large number of students, providing for both
their immediate and longterm needs. We wanted it to be
possible, for instance, for a student to enter into our
program as an incoming glifted student and progress through to
a mentorship opportunity in the senior grades. We also wanted
our underachieving glfted population to have the same
opportunities open to them. At the end of 5 years of
operation, I'm proud to say that these our still important
goals fox us, and disappointed to say, that in the case of
gifted underachlevers, that goal still eludes us.

Evolution of Qur Policles

We had long and complex debates and schemes for admission
into the program, awarding credits and £f£inding time, space
and teaching personnel. In the end we proceeded with the
simplest approach to each. Early on we had hoped for far more
significant testing by the EAS-G psychologlist, Janet
McKenzie, but her workload and the subsequent demise of EA5S-G
made this sort of clinical assessment impossible. Instead,
inclusion in Focus I (underachlevers) would be based on a
review of the existing grade 10 Otls Lennon scores. All grade
10 students took the test and we felt a score {n the 95th
percentile or better would bring a candidate initially to our
attention. If the students' corresponding academic scores
were less than 70 percent overall and i{f a check with
teachers and counsellors didn't turn up any extenuating
circumstances, then these students would be invited to Join
us in G.A.T.E.S. Focus I. Thelr parents would be notified by
mail and would attend a special information evening with
their sons and daughters where the program, such as it was,
wonld be laid out for them. Students could only be admitted
to the program on their own request. No paront volunteering.
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we looked to both teacher and student referrals to 211l
G.A.T.E.S. Focus II, our mentorship program. Teachers of
grade 11 and 12 students were asked to recommend students for
inclusion in the program which carried the potential for

3 or 5 credits. We also invited students to refer themselves
and have been 3surprlised at the number and variety of
responses over the intervening years, Our Focus II
facilitator checks these against the students acadenmic
record, especlally in the £field of indicated interest, and
then begins the search £for mentors, ?ProjJect evaluatlion and

the awarding of credits are in the Joined hands of the mentor
and facilitator.

Tnclusion in the third seztor, G.A.T.E.S. Focus IIl 1s based
on recommendations £rom our feeder Junior highs. We accept
thelr suggested list each spring and contact %these students
once they are securely housed in Churchill in the £all. This
program has operated on a quasi-club status until this year,
when the question of credits has again been reviewed.

Setting Up

Finding time to offer this program has again taxed our
ingenuity. Given our concerns about the exclusivity and
isolation of a timetabled pregram, it seems hardly surprising
that we opted to explore ways of lncorporating our program
into the school framework without pushing something else out.
We accomplished this in a different manner for each focus.
Focus I students met with their £facilitator on a regular
basis either in a group or singly. Since the faclilitator was
also the Resource Teacher for the €£irst two years and
Juidance Department Head for the thlrd, thls process was
accomplished through referrals to classroom teachers and
noonhour meetings. For Focus I! students, noonhours and attex
school were the times to meet with the facllitator, but
meeting and working with mentors dld raquire that we at least
tzy to find release time from some of thelr classes to work
with the mentor off campus., For Focus II! students, noonhours
did not seem tr be an effective time period so Cthelr
facilitator devised a modified pullout timetable taking =ach
student out of each course in his/her grade 10 year for 2
periods. This gave him 16 periods over the year to base als
program on, and this plus speclal noon and azfter schoo.
session proved to bhe adequate.

Teacher preparation time? when we approached the school with
our proposed program, they were very receptive and supportive
about the idea provided that no extra time would be allotted
to the teacher(s) to run the program. Thelr concerxrns were
understandable 3lnce rzequests for extra time are always deling
made to every high school administzation, and each perlod
freed up means higher class loads overall. We accepted <tne
proviso, and developed the idea of a fn2tyuctional c<eam = 9
- one director and three facilitators - none ot wnom wers TJ
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recelve extra time for thelr efforts but all of whom were to
have this become thelr major extracurricular assignment. an
additional effort was made to timetable a common preparation
for each one to facilitate planning and dJd<veloping the
program. We have been able to provide this common preparation
period up to this present year when unfortunately, 1t
evaporated.

The Seed Project

It was further declded that the flr.t year, 1986-87, would be
a Seed Project to allow us to monitor and evaluate the
overall program. A total of 7 students were selected for
Focus I, 4 for Focus II mentorships and about 12 students
stayed with Focus III for the year. 'Th's allowed us to get a
feeling for the total program and its .ndlvidual parts before
we plunged in.

At the end of that year we assessed the program using a
modifled version of the Department of Education Assessment
Instrument along with some assessment materlals which we
borrowed from Dr. E.P. Scarlett's P.A.C.T. program. The
resulte of the assessment pvoved encouraging £rom all three
groups polled - students, parents and teachers, although we
discovered that the teaching staff had become out of touch
with the program generally. We have attempted to remedy that
situation by making more use of the Glfted and Talented
Steering Committee, a group which acts both as a monitorxlng
and informational agency between our program and the school
at large.

Evolution of a Program: Forus I

The goals and 1ideals which were present when we founded
G.A.T.E.S. are still very much in evidence four years later
but much has changed 1In the actual operation. Wwe still
beileve that our program operates best as a support program
and every attempt 1s made to leave students in thelr regular
classes with thelr regular teachers. In Focus I we have made
perhaps the most dramatic innovations, since thils is an area
which most other programs avold. We began by seeing the
Resvource Group as our base of operations. We felt that If
all the teachers of a particular student got together on a
regular basis with or without the student being present, that
we could develop a game plan for that student which would be
the best for him/her. In fact we scrapped the idea after
going through the process once. It was cumbersome, tine
consuming and for the teachers involved, [{rritating and
lacking in proportion (7 students deserve thls much of our
time, enerqgy and attention!). Instead the Focus I
faclilitator, Diana Glhbons, began to work with the students
alone, and it soon became apparent to her that problems with
self image were at the base of most vf our underachievers'
lacklustre performance. Wwhile this dlscovery came as no
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s.rprise to any of wus, it did allow Diana a base of
operation. She began working with them on thelr sense of
self worth. She also discovered that these students had less
in common with each other than we might have originally
asaumed. What they wanted was more individual time with Diana
and an assurance £rom us that their Iinvolvement in the
program would be a confldential matter. We have followed this
latter zequest each year, revr ing the student's lnvolvement
in Focus ! only when the situation seemed to warrant it with
a particular teacher, and then only with the student's prlor
agreement. .
This was really the approach we used, with moderate degrees
of success, until last year when Diana left the program and
we asked Dan Richards, our Guidance Department Head to take
over facllitating Focus I, with his department members
equally sharing the students tn the program. The 9 students
in the program met on a reqular basis with thelr counselilors
and progress reports were shared at xegqular Guidance
meetings. While in a very lmportant way, the students felt
comfortable in this situation, the whole program seemed to
Dan to lack the £focus and cohesion that 1t had under one
facilitator.

This year we have one indlvidual acting as facllitator agalin.
Ron Cole has moved over from Focus II to Focus I and 1is
cuzrently setting up this year's program. We intend to <try
another innovation for the underachieving gifted, in-school
mentorships. Since our students respond so well to the
individual attention of one concerned adult, we hope that i:Z
they select that in-scihool mentor and that mentor agrees to
the partnership, that some very exclting changes may occur.
This was an idea which came from our Steering Committee which
continues to monitor and support the G.A.T.E.S. program. Ron
will continue to work with the group and oversee the
mentoring relationship to make sure it 13 both eifective and
sustaining.

Evolution of a Program: Focus II

Focus II has remained relatively stable since lts Iincepticn.
Our flrst Facilitator, Ron Cole, 3et up the necessary
structures to £ind appropriate candidates, check on thelr
credentials, locate mentors, set up initial project meetings,
monitor prodgress and assess results. Fortunately for us, Ron
has been very organized, very persistent and very commitcted
to our talented stucents and the program. Over the lazst thisze
years Ron has arranged for an amazing 40 mentorsalps,
everything from competitive skiing to wood carving, from eve
surgery to TV Jjournalism, from genetic englneering tO photo-
journalism, from writing poetry to mak ing £ory rate
decisions. Each candidate has posed Rcn with the dilif zul:s
problem of finding a mentor in that parrticular axsza,

often than not he has been successful in Iinding nct nliy
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zomeone with the necesgsary training but also someone with the
right attitude to help ou. students. Overall our Focus II has
been very successful, so successful that we found some
students saw it as a prestige program, one where all the
effort went into belng accepted. We have since made minor
revisions in our selection procedures which we hope will help
us better assess students' reasons for applying. Our current
Facilitator is Vic Peterson who has maintainsd an active
interest in the program throughout, having served actively on
the original committee and maintained a commitment to the
Steering Committee which corntinues to act as our monitoring
and communicating agency.

Evolution of a Program: Focus III

Focus III has taken the longest to gel In one sense. We began
this focus, not with the urgency of Focus I or the idealism
of Focus II, but rather with the idea of a soclial grouping
with a strong intellectual component. To this end our
Facilitator, Paul Thunberg, has had to create a program to
meet a wide varlety of needs but without the support of a
definite curriculum or a definite time period. we were
initlally drawn to George Betts' Autonomous Learner model and
we are indebted to the P.A.C.T. program team at Dr. E.P.
Scarlett for sharing their approaches and helping us to form
a Bettslian type of program for our dgrade 10 glfted
population. Paul has modified the original, program to meet
more closely with our needs and the time frame avallable, but
we have enjoyed putting on the Night of the Notables in June
where students and Facllitators come dressed as personages
from history or cuxrent affairs, becoming that person for an
evening. Our Focus II students act as hosts and also take the
opportunity to explain to an audience of interested parents,
peers and teachers what thelr mentorships have been about.
The Night of the Notables has becen the highlight of the Focus
III program each year it has been offered.

Even with its obvious success, we were concerned that our
Focus III didn't offer students a strong enough opportunity
to develop their thinking skills. This year we have added
Odyssey of the Mind to the Focus III program, with the idea
that through this activity, we will be Dbetter able to
challenge our students' intellectual needs and interests. In,
order to take on what is to all intents, a £full program as
part of our existing program, Paul has enlisted the
assistance of another interested and committed staff member,
Kathryn Lemmon, as a Co-Faclilitator, and we look forward to
Focus III's entrance into this new and exciting adventure.

summary

As You can see the G.A.T.E.S. program has hardly stood still
over the last three years, but our program aims are 3cill
essentlally the same - to provide educatlional support tfor our

135 107



SAGE 1990 - CONFERENCE PROCEEDINGS

—————___—-—-__—q—___——_——-—————-——'__-—-_—_—

giftad and talented population and £or our entire 3tagfs as
they work with them dally. Our program has not reached the
‘vrefining' stage yet, simply because we arxe not ever
completely satisfied with what we see in front of us. I am
very proud of what we have achieved, and yet, this whole
question of educating gifted and talented always seems to
prompt more questions than solutions. It is these questions

which continue to motivate and direct us as our program
evolves,
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Using the Discrepancy Evaluation Model
To Energize Programs for Gifted
Michael Pyryt

Introduction

The purpose of this paper is to use the Provus (1969, 1971) Discrepancy Evaluation Model
to design programs for the gifted and evaluate their effectiveness. Evaluation is accomplished
by: agreeing upon program standards; determining whether a discrepancy exists between some
aspect of the program and the standards governing that aspect of the program; and using the
discrepancy information to identify areas that need to be improved. A pictorial representation of
the Discrepancy Evaluation Model is shown in Figure 1. The analysis takes place through four

developmental stages:

P

. Definition (This stage is also known as the Design Phase).
2, Installation
3. Process
4, Product
Once the developmental phases are accomplished, a Cost-Benefit Analysis can be performed.
The evaluator in conjunction with program staff attempts to ensure that there is consen-
sus among program staff regarding the program components. It should be noted that the broc~
ess of program definition using the discrepancy approach is a dynamic one since decisions
regarding any components affect other components. Although the outcome of program defini-
tion using the discrepancy model appears linear, the process is non-linear.
Definition
The major consideration in terms of discrepancy evaluation during the definition phase is
determining whether or not the following program definition components have been conceptual-

ized:
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ﬁ

1. description of client population
. description of staff
. terminal objectives

. enabling objectives

2
3
4
5. sequencing of enabling objectives and learning activitics
6. characteristics and entry behaviors of clients
7. description of administrative support requirements
8. description of staff funcdons
9. dme frame

The following sections highlight the definitional issues that must be resolved in order to
have a “Program for Gifted Students” instead of a random collection of activities.
Description of Clients

There needs to be agreement on whether the program is go.ag to deal with all six areas of
giftedness (general intellectual ability, specific academic aptitude, creative thinking, visual and
performing arts, and psychomotor) or a selective area such as mathematical reasoning ability.
There also needs to be agreement regarding the grade levels that the program will ~ncompass.
Description of Staff

There needs to be a description of the staff that is needed to successfully implement the
program including a specification of what qualifications each staff member should possess.
Terminal Objectives

There must be statements of final outcomes that students will achieve as a result of pro-
gram participation. For example, when faced with new challenges, the student will apply the

creative problem-solving process.
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Enabling Objectives

"There must be a statement of iniermediate outcomes that are steps o achicving terminal
ok ectives. For example, the student will be able to brainstorm criteria to judge ideas.
Sequencing of Enabling Objectives and Learning Activilies

Learning activiti~< and enabling objectives need to be sequenced. The Creative Problem-
Solving process involves mess-finding, fact-finding, p-oblem-firding, idea-finding, solution-
finding and acceptance-finding. A teacher might use activities from CPS for Kids (Eberle &
Stanish, 1980) to accomplish each sequential eri. iing objective.
Characteristics and Entry Behavior of Clients

There nust be a description of what characteristics gifted students bring to program.
Much thought needs to be given to expected cognitive aptitudes, content knowledge, motiva-
tional level of students, learning styles, and capability for self-directed learning.
Description of Administrative Support Requirements

There must be a description of the resources needed to carry out the program. These
might include classroom space, storage, filing cabinets, computers, classroom supplies, learning
materials, and psychoeducational tests.
Description of Staff Function

There must be a clear delineation of roles and responsibilities of all staff invoived. This
statement is critical in programs that relv on integrating the gifted children in the regular class-
room.
Time Frame

There should be an assessment of how much time it will take to accomplish enabling and

terminal objectives.
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Installation:

This stage addresses the question of whether or not implementation of the gifted program
is copgruent with the specifications developed during the program definition stage.
Process

This stage addresses the extent to which the enabli..g objectives are being met. Teacher
evaluation of studerit progress, work samples, classroom observation, and student projects, might
be used to document accomplishment of enabling objectives.
Product

This stage addresses the extent to which the terminal objectives are achieved. Having a
student apply the creative problem-solving process to a new problem would provide evidence of
a student’s creative problem-solving capabilities. In Alberta, documentation of achievement of
long-term objectives of each student’s ndividual Program Plan could be used to provide data
during the Product Stage.
Cost-Benefit Analysis

Once a gifted program mode] has achicved success in accomplishirig terminal objectives,
then it becomes pessible to evaluate whether the presumed benefit of the program 1s accom-
plished in a cost effective manner. rhis is accomplished by comparing the gains and operating
costs of the program with gains and costs of alternative program models.
Summary

This paper highlights the components of the Discrssancy Evaluation Model. The major
benefit of this generic evaluation model is that the modet requires clear specification of pregram
goals, staff function, curriculurm, and. administrative support requirements before the prmgram s

implemented. Such thoughtful planning is the ":ey to energizing programs for the gifted.
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Math Problem Solving
Lynn Robinson

PHILOSOPHY

The goal of this presentation is to explore mathematical problem solving
as not only a process to find a solution for a problem but to take
advantage of strategy identification and application. As well, the use of
language in mathematics will be highlighted.

The problem solving process is seen to be just as, if not more, important
than solution finding. As ability with process develops, solution finding
does as well. It is important that the students see that the process
develops a base of strategies that can be applied to a variety of problems
whereas a solution applies to only that particular problem. During the
process, students use the math skills they already know. The teacher can
address new skills as needed to help the problem solving process.

Development of the process involves discussion of what is happening from
beginning to end. In a co-operative learning group, the students analyse
their progress and form observations and hypotheses. The group's success
in communicating their ideas requires a common language base.
Mathematical literacy is important to aid this communication.

As well, social and interpersonal skills are required in order for the group
to be successful. The group process is an integral part to the problem
solving process. The students need to be able to share their ideas and
discover that there are many ways to operate within the problem. The
articulation process helps them review and consolidate their own
thoughts about the problem and the logic behind their solution finding.

In order to personally consolidate their learning, the students maintain a
journal. This journal becomes their storage space for the problem as well
as the the ideas that were formulated in solving it. Here it becomes
important that they again use mathematical vocabulary concisely and that
their thoughts are in an organized fashion from beginning to end so that
the reader can follow their procedure. At the end of the process
explanation, the students reflact about the observations and possible
hypotheses that were made and could be used in future nroblem solving.

143 135



SAGE 1990 - CONFERENCE PROGEEDINGS

e ——

Finally the students need to see themselves as not only problem soivers
but also as producers. Producers of not only new problems but of theories
involving problem salving.

METHCOD

In order for the above aims in problem solving to work in practice, tna
teacher needs to adrress the social skills before the mathematical ones.
The students need to be able to work in a co-operative group situation
where ideas are effectively shared by way of good speaking and listening
skills. Interpersonal skills are essential. They need to Iearn to gage their
success and become aware of the value of acquiring an understanding as a
group not as an individual. The old adage "Two heads are better than one"
rings true and is even better when there are three or four heads.

Once these skills are in place the students need to learn to be
mathematically literate so that iheir discussions are effective. As a
class the students work to solve a variety of problems that use various
strategies. As these strategies are discussed, the teacher introguces the
proper mathematical term for the strategy or skill.

Once the class feels comfortable with the strategies and vocabulary
necessary, the groups then take cver. They are given a problem to work on.
The teacher becomes the facilitator of the process now, nut the director.
The group now takes the ownership and responsibiltiy for their learning.

The group.works through the problem solving process together, sharing ths
various approaches and logic systems. Once satisfied that they have
thoroughly investigated the problem and arrived at a plausible solution or
solutions, the individual written response takes place. It should be
encouragec that they be able to show more than one solution process and
discuss which they feel is more effective. Each student should now
reflect about what they have learned by writing about their process and
observations in their journal.

That group is then ready to become producers. The expectation is that
they will use their discoveries about that particular problem to compose a
new problem. After this they are then ready to attack a new propiem.

144 lcit)



SAGE 1990 - CONFERENCE PROCEEDINGS

A class meeting to discuss a problem once everyone has completed it
encourages each group to thoroughly investigate the problem. The
students share their approaches, generalizations and observations.
Knowing this is coming up, you shouid encourage the groups to try and be
creative or original in having a different strategy or observation to share.

Mathematical problem solving is now a group, self-paced process where
students who are ready to go on, can; while others can explore a problem
further. It is encouraged that the group endeavour to truly delve into the
problem and discover all that they can, not just race through to see how
many problems they can do.

EVALUATION

The evaluation process needs to cover many spectrums; from interpersonal
group skills to mathematical processes. Such evaluation can take place in
three forms:

13 On-going informal observations
2) Response journal entries
3) Tests on problem solving

Informal Qbservations

Here, the teacher assesses the development of the students by sitting in
on group discussions. A binder can be set up with a student tracking sheet
for each child. Cuestions can be posed by the teacher to assess
understaiding and knowledge.  Criteria on the tracking sheet may include:
able to identify and apply strategies, uses mathematical vocabulary,
forms observations and/or hypotheses, articulates ideas well, finds
solutions, applies mathematical skills.

Journal Entries

It is important to ev.'uate the journa! entries not only for the
mathematical content but also for the written process. An entry should be
concisely worded using mathematical terms where applicable, well
organized to follow the logic process, and demonstrate an understanding
and insightfulness toward the problem solving process. A tracking system
much the same as that for teacher observations could be created.
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Tests on Problem Soiving

The purpose of a test is to assess whether or not a student can use the
processes and strategies discussed in the group in order to soive a
problem. A test may contain a choice of three problems. The student is to
choose one, ONLY ONE, problem and work through the process to solve it.
The process meaning, applying a strategy, showing how he warked through
that strategy, writing about the process, writing about observations or
hypotheses that may have been formed during the process and | have them
tell me at the end what they found most difficult about the problem and
what was the easiest.

SOME PROBLEM SOLVING RESOURCES

Problem-mathics - Creative Publications

Problem of the Week Series - Dale Seymour Pub.

Problem Solving in Mathematics Binders - Creative Publications (Addison
Waesley)

Problem Solving Strategies - Resources for Math Teachers by Ernest
Woodward - J. Weston Walch Pub., Portland, Maine

Writing Activities To Develop Mathematical Thinking 9y M. Ann Dirkes -
Trilluim Press

Teaching Problem Solving Strategies - Dolan & williamson - Addison
Waesley

Make It Simpler - A Practical Guide To Problem Solving In Mathematics -
Addison Waesley
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Metacognition: Two New Rs for the Gifted
Beth Sparks

A problem highlighted by Alfred North Whitehead (1929) in
the early years of this century as "the central problem of all
education” (p. 214) continues to plague us at the end of the
century. Whitehead claimed that traditional education produces
inert ideas. Students often know things but do not use tlis
knowledge in relevant situations unless explicitly prompted to
80.

The classic illustration of inert ideas is a situation where
a teacher gave her class 10 minutes to learn as much as possible
about a long and difficult chapter. Virtually all the students
began with the first word and read as far as they could until the
time was up. The students admitted latar that they knew better
than to simply begin reading. They kmew about purpose-setting,
predicting, skimming, and so on, but they did not use that
knowledge although it would have helped. Their knowledge about
reading-to-learn was inert. The students in this case were
teachers in a university reading-methods course.

Inert knowledge separates what we can do from what we do do,
the difference between potential and performance. The potential-
performance discrepancy is a concern for all students but the
problem is extreme among gifted children, children who have the
potential for extraordinary performance (Alberta Education,
198A). As many as one out of every two gifted children do not
perform in school at levels commensurate with their potential
(Rimm, 1989). The gap between potential and performance tends
to appear in gifted boys in elementary schools and in gifted
girls in junior high, and it widens with each passing year.
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wWhitehead passionately argued that education that results in
inert ideas is not only useless but hammful, producing mental
dryrot--a vivid metaphor for unsuspected mental decay which leads
inexorably to personal and societal disintegration.

Continuing efforts to deal with the challenge of inert ideas
shift our attention from the basic three Rs, Reuding, ‘Riting,
and ‘Rithmethic, to tws new Rs, self-conscious Reflection and
Requlation of o=a’‘s own learning, the twin processes of
metacognition. Although the texm metacognition first appeared
in the literature in the 1970s, interest in things metacognitive
can be traced to the dawn of philosophy and the unique human
ability to become consciocus that one is conscious.

The purposes of this presentation were to facilitate an
understanding of the link between inert ideas and mata cgnition,
and to discuss some implications of metacognitive theory and
research for energizing gifted children.

Metacognitive theory

Thers are many and varied reasons for a discrepancy between
what students can do and what they actually do with the skills
and knowledge they have learmed but two approaches have
traditionally been used with nonproductive gifted children:
cognitive strategies truining and motivational counselling.
However, inconclusive results (Pizorro, 1982) suggest that will,
skill and drill are necessary but not sufficient to energize
inert knowledge. BEffective learners are not only cognitively and
affectively active in the learning process, effective learners

are metacognitive--they know about learning and use that
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knowledge to inform their learning.

There are several models of metacognition that guide
rasearch. These include information processing (Sternberg,
1985), developmental (Flavell, 1981), sociohistorical (Vygotsky,
1978), and contextual (Brown, 1982) models. In terms of the
contextual perspective, learning is conceptualized in a
tetrahedral model in terms of complex interactions between four
commonplaces in learning: learner characteristics, learning
activities, criterial tasks, and materials. Learning is a
constructive process and individual learmers are ultimately
responsible for the interaction of situational variables within
a particular learning event. Consequently, metacognition, the
learner'’'s self-conscious reflection on the job of learning and
the learner’'s subsequent use of that knowledge to regulate the
complex interaction of learning variables, underlies successful
academic performance.

Metacognition and giftedness

Reviews of comparative studies of groups of mentally
retarded, learning disabled, average, and gifted youngsters
suggest that metacognitive differences in learning differentiate
these groups of children &nd that gifted children are more likely
than their peers to demonstrate early and more advanced
metacognitive processes (Borkowski & Kurtz, 1987). Howaver,
research on groups of children ignores the heterogeneity of the
individuals within such groups. Because gifted children are
often e-sumed to be homogenecus, examining the range of

differences within a group of gifted students, all of whom
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obtained scores of 130 IQ or higher on the WISC-R, can be
enlightening.

In a recent study (Sparks, 1988) of a group of 70 identified
gifted seventh-graders, the range o reading comprehension ranged
from fourth grade through twelve, 25th percentile to 33th.
Indepth analyses of verbal self-reports of text comprehension
obtained from the five top-ranked and five bottom-ranked students
ravealed dramatic quantitative and qualitative differences in
self-resgqulation of learning that suggest that gifted skill <
readers, compared to gifted less-skilled zeaders, self-
conscicusly regulated their compreshension.

0f major importance, although both gifted skilled and gifted
less skilled readers monitorsd their reading (all students
produced 50-page protocols), less skilled gifted readers did not
use the self-knowledge obtained from monitoring comprehension to
evaluate their current performance so as to improve their future
performance. They did not learn from their experience. Their
knowledge was inert.

Intellectual assessments that are used to identify gifted
children do not substitute for educational assessments. Gifted
children tend to have high scores on intelligence and aptitude
tests. These static scores, however, reflect what a child knows,
they are not a dynamic measure of what the child does with that
knowledge.

Teaching metacognition
Delores Durkin’s (1978-1979) research implies that there is

often nothing instructive about instruction. Inastead, what
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teachers are often doing when they think they are teaching is
telling, assigning, and testing. An alturnative is for teachers
to use their own personal practical knowledge (Connelly &
Clandinin, 1988) to scaffold the gaps between what students know,
what students can do, and what students will be able to do
independently tomorrow. This scaffold initially supports the
student and is gradually removed as the student become
increasingly independent (Gavelek, 1986).

As mature learners, teachers can bring into consciousness
their own personal models of learning and as self-reflective
practitioners, teachers can model self-reflection and self-
regulation of their own learning. Metacognitive instruction does
not require teachers to take special courses in learning
theories. In addition, metacognitive instruction does not add
a separate course, unit, topic, or study technique to an already
crowded student curriculum. Metacognition is a mindful approach
to teaching and learning.

What is required in teaching metacognition, is for teachers
to work themselves out a job (Gordon, 1985). Metacognitive
instruction empowers students. It is common practice for
teachers to assess students’ needs, plan lessons, match students
with materials, select and organize activities, assess students’
understanding, point out erxrors, specify corrections, keep track
of progress, and evaluate students’ performance (Fischer & Mandl,
1984). The critical questions for metacognitive instruction are:
"Wwho is self-conscious about learning?" "Who is making the

decisions about planning, implementing, monitoring, and
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evaluating?* The goal of metacognitive instruction is
independent learning.

One way of developing metacognition is through cooperative
learning with small groups of students. When students work
together, they can share not only the tasks but their self-
raflection and self-regulation of that learning. Tsachers can
also provide opportunities for metacognitive experiences when
students work individually. Students can use a coding system
(Smith & Drauer, 1984) to help become aware of and monitor their
cognitive and affective responses to a reading passage. Because
scme children may find self-reflection and self-regulation about
one’s abstract academic activities unfamiliar and difficult,
concrete puszles, games and sports can be used to initiate
conscious awareness about one’s thinking, feeling, an¢. «cting.
So _what?

*Education is the provision of means to fellow human beings
enabling them to structurs their experience in ways that
continually enlarge knowledge, reasonable belief, understanding,
autoncmy, authenticity, and sense of place in the past, present,
and future of the human race" (Fenstermacher, 1986, p. 46). To
educate a fellow human being is to liberate that individual.
Metacognition, to the extent that it empowers individuals to know
themselves and to take charge of their own learning, is
worthwhile. Metacognition may well be a key to unlocking inert
knowledge and energizing gifted children-~the difference between
*being” gifted and "acting" gifted.
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An Academic Model for Educating the
Mathematically Talented
Julian C. Stanley

Identification, academic facilitation, curricular
flexibility, and articulation of in-school and out-of-school
learning are key concepts in the Study of Mathematically
Precocious Youth (SMPY), which started at Johns Hopkins
University in 1971. I discussed how its principles and practices
have helped revolutionize certain aspects of gifted-child
education in the United States and elsewhere, especially China.
Interested persons may secure a copy of the full paper, including
extensive references, without charge from Professor Julian C.
Stanley, SMPY, 430 Gilman Hall, Johns Hopkins University,

Baltimore, MD 21218.
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Using a Computer to Challenge Gifted Students
In an Elementary School
Priscilla Theroux

On it's own a computer is a duml machine. Without a program it can Jo little
mora than & pocket calculator. However, a computer is special because, with the
Jevelopment of new software (programs) it can become many new machines. New
applications are becoming available even ss we think about it. Every minute of
avery day computer technology develops and expands throughout our culture. A
computer is really a most versatile machine.

I do not "teach computers” in the usual sense. My schools operate a “School
Based Enrichment Program” based on the Revolving Door Model, & The Enrichment
Triad Model by Joseph Renzulli. My primary function is to guide students through
Type 1] and Type [11 activities. This usually takes the form of Independent Study
projects. Itis within this context that my students have explored and developed their
abilities to use the computer. Students are offered free choice of topic to investigate,
and are encoursged to develop the required process skills for in vestigation and
production of their learning. As their “facilitator”, {t is my job to, help them develop
as independent researchers and producers, and to guide them in the development of
whatever skills and processes they require 10 reach that goal.

Contrary to The belief held by some, not all gifted students are interestad in
computers, but for those who are there is a broad spectrum of relevant applications.
It should be noted that my interest in computers and the subsequent development of
my own computer skills was a direct result of my student’s learning needs and their
drive to explore the many possibilities the computer provides.

There are many ways that a computer, even a small personal computer suwh as
the Apple, can be used in the school environment. It can be used as a tutorial for
acquiring knowiedge and or developing skills in many subject areas. It can be used
for developing reasoning skills and sharpening mental faculties. Through the use of
a modem it can becoms ... a research 100l t0 locate current data or

a vehicle through which inteliectual peers can be contacted and challenged.
However it's most challenging use and most inteilectuaily stimulating application lies
in the facts that it can be reprogrammed o create completely original uses. All that
is required is a little ingenuity, intelligence, a wvillingness to accept an intellectual
challenge, the ability to think abstractly at high levels of complexity and hard work.
I will be sharing a few examples of ways they have been used by wy students.

L. Simulgtion programs:

A "simulaton” is & program that imitates !ire to illustrate how something
works. For example, [ had a grade two student 'who was interested in the functions of
the circulatory system and the heart. He read books, wvatched films, examined
liagrams and models and ussd a simuiation program which iilustrated how the heart
chambers sxpanded and contracted to force blood through the valves and to circulate
the dlood around the system. The simulation program had the advantage of being
animated 10 show the movement of the vaives and dlood flow, and of being
interactive, which enabled the student to control the speed and functions of the
program as well as the amount of time he wished to spend on the task.
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I1. Tugrial PLrograms:

A tutorisl program is & program which can be operated independenty. 10
instruct the student in specific skills or knowledge. It has the advantage of giving
sersonalized instruction snd immediate feed back directly to the student. Many
rutorials are constructed so that a student 's aptitude will govern the speed at which
:/he may progress through the levels of difficulty. Consistent correct responses will
accelerate the student 10 a higher level of instruction, while incorrect responses will
provide re-teaching and further practice on task.

I had a student who was interested in building an electronic interface board
that would enable him to connect a toy robot 10 his computer so that ha could
program tt 3 movements ¢f the robot from the keyboard. Befors he could begin to Jo
this he needed to understand electrical wiring and printed circuitry. He required
advanced and very specific knowledge. He used a tutorial program called Logic Gates
rrom MECC. This program teaches the concepts of electronic circuitry s well as the
kind of conditional ressoning found in the logic of computer programming. aAfter
using the tutorial program, he was able to understand the technical magazine arucle
that taught him how t0 build the interface that he needed.

111. Applications Programs:

Application programs are the kinds of soft were that can be used 10 enter.
reorganize, store, reuse and present information. In our cases application programs
permit students 10 create or produce a quality product for communicating the results
of an independent study project 10 an audience. For example ¥ord processors,
spreadshests, databeses, graphic programs, crossword, newspsaper programs and
JesKtop publishers are all application programs.

1. Vord praocessors

A word processor is the application program that turns a computer into a
sophisticated siectronic typewriter. It can be used to creats any document that can
be produced on a typewriter, but has the advantage of grearly facilitating the editing
Proc¢ess, ard can create a far more attractive prassntation. The word processor [ use
most frequendy is MultiScribe because it oITers at least en styles of decoratve styles
of print (called fonts) which <an be used in six different sizes and many styles
MultiScribe was designed o provided for the Apple 1] series of computers many of
the functions and conveniencss of the Mac¥rite program developed for the
Macintosh com. puter.

Word processors are most often used by my students for recording, axpanding
and reorganizing notes; writing letters, stories, poetry, diagrams, lists, acrostcs. and
2ven novels.

2. Spreadsheets:

A spreadsheet is an eiectronic ledger, such as one might use t Keep frack ot a
budget. Spreadsheets are made up of rows and columns which intersect 1o creae
cells. Each cell will accept type written words (Labels) or numerical information
(vaiues). Every cell can be connected 10 any number of other cells, and codes <an be
entered so that cells mav be added subtracted multiplic, divided, averaged etc.
Mathematical formulas can be applied 10 any szquence of cells. This means that not
only ¢an the spreadchest be ussd as a ledger to record a budget system, but by
changing asimple formula it is possibie 1o hypathesise or predict the erfect on &
budget of & percentsge 1oss or gein in income Jr cost.

At this ime [ have only had one elementary studen: who has shown an

taterest in the use of the spreadsheet, She is a young eatreprengur and wants 10 of Lo

her own small business. She hes made a large selection of decorative bracelets vhisn
che wants 10 ssil 10 her friends, and needed a system for keeping track of her
axpenditures and profits. She learnad how to use appleWVorks spreadsheet and vor-i
processor. She applied the spreadsheet to her business records and used the wnrd
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processor 1o create & "How to” booklet explaining how to create a spreadsheet for &
personal use.

3. Databases

A Database is like an electronic card catalogue system and is used to store and
reorganize large quantities of information. Students can set up many fields and enter
4ata in each field. Tlie advantage & data base has over the traditional card catalogue is
that it can be reorganized numerically or alphabetically in any field in seconds. Data
bases can be used by teachers to keep track of all registration or personal

inrormation on aii of the students in & school. It could de used by a student to
-atalogue items purchased and Keep a track of the cost, author, title, publisher, retail
autlet and/or distributor for each item purchased. ! have recently had a student
undertake to assist the schoo! administration dby entering all information received
from & parent volunteer survey into the Appleworks database. The data base will
cermit eny part of the information to be located in any sequence almost instantly.
ANy one quastionnaire can be accessed instantly or reports can be printed out
indicating the list of people who have volunteered for one specific job together with
the details of the days when they are aviailable, or in fact, you can print out a “tables”
list showing all entries in all categories to see a summary of all the data at a glafcs.

4. Graphic programs

A graphic program is like an electronic drawing board. There are many
zraphic programs available for all computers. Graphic programs can range rrom
freshand drawing. coloured painting, technical drawing, or animated comic book
programs. The most frequently used graphic at the elementary schoo! is MousePaint.
llousepaint permits the use of 5 large text fonts, and tools for drawing lines, boxes,
circles and freehand drawing either using the mouse or a graphic tablet. Students
~an change the size of the pen, the width of the lines and the colours being used.
They can fill in areas with texture or colour, or use a spray can to sprinkle colour
over an area. MousePaint is most often used by my students to meke diagrams or
posters to present information. However, it is also frequently used to design and save
the graphic screens which will later be used by students who are creating their own
cofaputer programs.

5. Crossword

A crossword program is intended for creating original crosswords puzzles
which ¢an tic 1 be used as a task for someons else. Many of my students at the grade 2 -
4 lavel have used this useful program to neatly type out crossword puzzles that they
have created. 1.ie program has a printer function so students can meake as many
copies as they wish, with clues, a word list and or answers which may be shown on
the ¢rossword, to suit the level of difficulty to a particular audience.

6. Newspaper programs

Newsroom is the most popular Newspaper program for the Apple computer
Newsroom has five departments: The Copy Desk, Layout Department, Photo Lab, The
Banner Shop and Wire Service. Students can select graphic images from a litrary of
500 cartoon pictures (with 1200 more from each ¢iip art disk purchased) or they can
modify or create their own graphics using MousePaint-like tools. They can capture
these images as a “photograph” and paste them into a banner (headline area) or
panel. Text ¢an also be added to each panel and the Newspaper can be printed out on
either 8 1/2bv 11" or 81/2 by 14 inch paper. The wire service permits information
to be transferred either to or from another computer via a modem connected to the
telephone system. The program is not difficult 10 use but it is very complex. Due 1o {15
complexity it is often suggested that it is more appropriate for the use of older
students (gr 6 or higher) , however, with gifted students in small groups [ have had
z2rade one and two students who have used it very successfully.
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7. Desktop pubdlishers:

Desitop publishers permit both pictures and text 10 be plaeced on & page using
multiple columns, many sizes of text, and style functions. There are now several
Dasktop publishers available for the Apple. For example: Publish Itl, Geo and
Springboard Publisher. I can recommend Publish it from personal experience. Une of
mv students had Geo at home and he highly recommended it. [ would not recommend
springboard Publisher to anyone who did not have an enhanced Apple 11GS with at
1sast & megabite of Memory plus either an additionel external 3 { At drive or a herd
JisK Jrive. Iven then I found it very stow and cumbersome. Howvever the graphics
are exceptionally good. Springboard Publisher is barely possible for use on an Apple
I1a or II¢c even with a Jouble disk drive, and only then if you have exceptional
satence and many houes to spare. Desktop publishers are very complex but thev
_ permit students 10 create almost “professional” presentations.

1v.

A modem is an interracs that connects a computer t0 the telephone lines. and
cati be used 10 access information from other computer sources. A* this time | have
had very little personal experience using the modem. However | have had gifted
students who have explored this vehicle for communication and they have found 1t
rery exciting. Exploring this area is a goal of mine, since [ can see very excing
possibilities for its use.

[ am aware that many siectronic Bulletin doards are aveilable for enthusiasts
t9 share information. Some of my students have developed many unseen friends this
way They have aiso used the Bulletin boards to post quastions vhon they have
sxparienced Jifriculties programming. Someone always seeqms 10 r2spond 10 the
request vith the needed expertise.

Some schools hers in Calgary have used the modem 1o permit studants to
~hallenge aach other in the areas of mathamatical problem solving. Teechers enter
challenging prodlems and students can respond by entering possible solutions for
ather users t0 examine. Other students respond by challenging the solutions and
suggesting vetter ones. This is certainly & boon for the student who has no
intellectual peer (in problem solving) among the students at his/her own school

another possibility for the modem is to access one of the national or
international data bases for ressarch purposes, for example o major newspager
source. Unfortunately this involves both telephone and data base costs, 50
untortunately, this may be cost prohibitive for Elementary schools.

I hope that in the future it may be possidble for young students o access the
main-frame computer at & university, permitiing young stuljents access 10 advanced
Lourses Jdirecuy from their homes or schools.

v. Developing high le~'] reasonjing and problem solving skills

There is a great selection of software that can be used for developing the
powers Of the mind. There are many Arcade games, Chess games, and adventure
Zames availabie for the Apple which not only develop advenced thinking but can te
almost addictive to a child whose intellact is not often challenged «n other ways
Below yuu will find some programs used in my classes. [ tend to use these programs
with the lass successful, unmotivated or un-cooperative gifted student. These
Orograms not only tesch strategias for developing thinking ability they are aiso
nighly motuvaling. They serve muluple purposes such as: grapbing the inerestor 2
marginally motivated student. gettung the student to begin to enjoy and fe=l
enthusiastic about learning, and Jeveloping wethodical thinking strategies i 'hs
impulsive or disoreanized child.

PROBLE SOLVING STRATEGIES- MECC software. Strategies

MINDPUZZLES MECC software Strategies

N
[
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THE 4TH R (Deductive Reasoning)
MINDCASTLES (Deductive Reasoning)
MINDBOOSTERS -Trillium Press (Deductive Reasoning
ANALOGIES {Analogical ressoning)
ADVANCED ANALOGIES {Analogical reasoning)

WHERE IN THE WORLD IS CARMEN SANDIEGO?

(Use of an almanac, geography, etc.)
WHERE IN EUROPE IS CARMEN SANDIEGO?
WHER? IN TIME IS CARMEN SANDIEGO? (History)

V1. Creating original computer programs in BASIC & [060_
(Including creating music, graphics & animation.)

It's not the application or exploration of existing software that offers the
Zreatest stimulation and satisfac:ion for many of my students. It is the act of creating
c;mpletelv original computer programs that provides the greatest intellectual
¢hallenge.

You do not have to be gifted in mathematics to program the computer, however.,
& child who is gifted in mathematics may learn to write original computer programs
in LOGO at an early age. | have had gifted students learning to use LOGO from grade 1
10 six. It has been my experience that gifted students can usually manage
programming in BASIC from the 4th grade. Itis probable that BASIC ¢ould be
successfully introduced in the younges grades but [ have not tried it with students
below grade 4 yet.

Logo, like other computer languages has its own vocabulary of terms (called
“orimitives”) and commands and syntex, . But vhat makes it special is that youcan
Jefine new procedures which will act like a command. And one procedure notonly
calls on, and operates, other procedures but it can also ¢all upon itself, creating
infinite repetitions.

LOGO hes & text screen and a graphics screen. Graphic imeges can be created in a
variety of colours. Younger students usually focus on the turtle graphics which
provides an opportunity to learn a great deal about geometry in an experimental
environment. Gace a student hes mastered the graphics they usually progress to the
use of text. It is at this point that students are able 10 create original programs. The
greatest advantages of LOGO programming ere: the lateral development of more
advanced mathematical skills and the development of the concept of “top down”
structured programming. Top-down programming means that students learn 10
define asimple "driver” procedurs that can operate other procedures in a “modular”
or building block fashion. This involves a hierarchical classification of levels where
some procedures are driven by another procedure which is in turn driven by another
etc. The disadvantage of LOGO is its speed. It tends to be much slower than any other
computer langusge.

BASIC programming involves one text screen and two types of graphic screen.
Low resolution graphics, which illuminates dlocks of colour, and High Resolution
graphics, which illuminates individual pixels (dots) on the screen. Lov resolution
has the sdvantsge of 15 colours and bold imeges. High resolution has the advantage
of detailed images, but uses only six different colours. Both high resolution and low
resolution screens may be used for animation. Basic programming also has it's own
vocabulary and syntax, and it depends heavily on logical thinking. It is absotutely
sequential in nature and depends on conditional logical statements 10 modify the
sequence of operations.

During the pest four years [ have had many students learn t0 program the
computer. It is an expectation in my program that students will create an originai
product with the knowledge that they acquire during my <classes. Every student who
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lias learned 10 program the COMpurer has also created a jeast one original computer
program, some of them very simple and ;ome very sophisticated.

vII. Galgary Computer Programming Competition. I
For the past ten years, a competition has been held in Calgary, whare studeats
<an chalienge themselves to solve given problems in a specific time span, and
compete with each other 10 find out how their skills compare with others wvho have
the same passion for computers. During the past five years the competition has also
included a creauve compeyuon for students vho have written original software. The
competition is open for students from grade 5 to 12 and thers ars usually about 150 -

=00 students competing. Younger students may enter in the grade 5 category.
however, no aliovancs is made for their age. | have entered students in this
compeuuon for the last four years. It has always been a very revarding sxperience
for everyvone invoived.

Specific computer models. as all other technological machinery, invariably
become odsolete all too soon. However, the skills and abilities used to “create” w1th a
cogputer never will. Of courss, langueges for the computer ars frequently revised.
and new langueges are constantly being developed , but the skills are sesily
tranifemble. both from one languaga to ancther, and from one model of computer 1o
anotner.

once students have meastered the rudiments of program™ing l0gic and the
yocabulary of one of the coniputer langueges, th.2y are liniited only by their
imegination. The depth of involvement in computer programming, can very as much
as the use of the commercial programs listed above. My student’s creative computer
projects have ranged from. the modification of public domain software, the
pressntation of expository articles printed on the screen. experimental programs
which animare a graphic image or create a piece of music or the development of a
wtility program. The more ambitious students have undertaken the challenge of
Jdeveloping compiex adventure programs exploring... the depths of an Egyptian
Pyramid, a space fantasy, an “Impossible” military mission, ¢creating a “Utopian”
society for the 23rd Century, developing informative programs describing the
surrent political situation in Germany or a simulation program demonstraung a
basedall game. Perhaps the most sophisticated and corwainly the most elecironically
advanced project was created by the grade 6 student who duilt an electronic interface
which enabled him 10 connect a toy robot t0 his computer and program it's
movements to simulate the actions of an industrial robot.

Although two of these students have gone on to Jr. High school, three of these
stuwdents are demonstrating their accomplishments at the Idea Market Place at the
SAGE conference this year.
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Content-Based Curriculum for the Gifted: What Works

Research Capsules on Program Management Issues
for Gifted Programs

A Curriculum/Instructional Design Model for
Constructing Curriculum for Gifted Learners

Joyce VanTassel-Baska

There is a copy of each of the above (in the Centre for Gifted Education,
The University of Calgary) or informaton is available from Joyce VanTas-
sel-Baska at The Centre for Gifted Education, The College of William and

Mary.

In addition, you may be interested in the following readings:

VanTassel-Baska, J. (1986). Effective curriculum and instructional models for talented
students. Gifted Child Quarterly, 30(4), 164-169.

VanTassel-Baska, J., & Campbell, M. (1988). Dewveloping scope and sequence in
curriculum for the gifted leamer: A comprehensive approach. First in a series of five
articles. GCT, March-April, 2-7.

VanTassel-Baska, J. (1988). Developing scope and sequence in curriculum: A
comprehensive approach. Second in a series of five articles - Curriculum needs
assessment. GCT, May-June, 29-34.

VanTassel-Baska, J. (1988). Déveloping scope and sequence in curriculum: A
comprehensive approach. Third in a series of five articles - Curriculum frameworks in
the content areas. GCT, July-August, 58-61.

VanTassel-Baska, J. (1988). Developing scope and sequence in curriculum: A
comprehensive approach. Fourth in a series of five articles - Curriculum alignment.
GCT, September-October, 42-4S.

VanTassel-Baska, J., & Campbell, M. (1988). Developing scope and sequence in
curriculum for the gifted learner: A comprehensive approach, Lastin a series of five
articles - Implementation considerations. GCT, November-December, 57-61.

VanTassel-Baska, J. (1989). Curricular approaches to gifted and talented educaton.
Thresholds in Education, XV (2), 29-34.

VanTassel-Baska, J. (1989). Appropriate curriculum for gifted leamners. Educational
Leadership, 46(6), 13-15.
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Thinking Families
Gerald W.Ward

Providing a family environment !n which chlldren can cevelop
to tnelr full potentlal s probably an objective of ail
parents. In this paper | will examine some of the ways of
implementing this kind of home enviconment. I began
researching this toplc over flve vears ago whlle working on
a thesis at San Dlego State University. At that time, I
found that there are a great many papers on thinking ln the
acacemic llterature. Much of the research deals with the SO

called higher order thlinking skllls (a.k.a. HOTS . The
Education Commission of the States, 1982 calls this the
Basics of Tomorcow . 1 doc not wish to provige for you an

encyclopedla of thinking terms. They exist alreaday in other
piaces (no doubt for sal. at this very convention’)., In this
presentation, I have no intention of parading a piethora of
problem sclving sStrategles. Currlculums exist for these as
well. I will set the scene for us (o examlne oJur own
families and see how we are daolng and how we can improve.

Facilltatlon of thils presentation creates an atmosphere Of
interaction among all the particlpants,. A dllemma exists
preparing a traditlional wrlitten paper for a topic which
cannot or should not be presented In & tcaditionai manner.
i hope that I will give you, the reader, an opporiunity IO
feel a part of the lnteractive group. Tou have the choice
to reaa through the paper llke the person who sits at the
back of the room takling in ldeas, or you can engage ycucrseit
ang try to feel a part of the overall alscussion group.

A number of years ago, one of my colleagues had been cgealing
with a chlild who not only was an underachlever, out hls
behavior was totally ercatlc and blzarce. This
unpredlictable kld was not really dangeccus to others ln a
violent sense, but he was at cisk to himself. Basically,
the chlld had absoclutely no common Sense whatsocever. The
data lndicated that the poy nad an above average IQ. This
was not surprising since his parents were potn nlaniy

egucated and successful people. The boy‘’s father was an
archltect, hlis mother was a Ph.D. blochemist engagea In
Cancer research. Analysis of the home s)ltuatlion showed

that the father was deflinltely the head of the househocia ana
nis declsions were the law. So what! Additlonai observation
cf the nome situation cevealed that the father was an
extremely quick thinker. From input of extecnal infcrmaticn
to the ceclslion was [mmeasucacle milllseconas. There sat
the key to starting to soclve the propblem. The chiig nac
seen thls behavior modeled since he was a small chiia. To
him. decisions must come in an inatant ilke the snap cf the
fingers. Theretore, wWhen given I[nformatlon <and in many
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cases when nhe haa no i{nformation?) the Doy mace some Casn
juagement which coulid easlly spell troubl e,

Think apout what kxina of thinking processes you cemonstcate
to your chlidrcen. Do you let your chllaren In on your
gecisions and the processes Dy whlch you arrive at tnose
geclisions? It !s nard to do. In fact most of us wouia
procabiy have to go some thinking even 0 know how it s
that we came to those gecisions. Many of the smaii Steps
invoivea have bDecome very auicmatic ovecr the years. wWe nope
-hat auc chllaren wii! pe able to ao the same kina of
thinking. Pechaps they o, but what happens wnen <Inevy
con =? I pelleve that .t is important £or us to aemonsIicate
aT jeast where possipie what we are colng wnen we cCme I3 2
geclsion. Of course not every time, Sut it sncuig 2e
scssiple to talk our way tnrough our cholces in éront cf cur
cn!.cren from an garly stage in their life.

As ! mentionea apove, there are ail kinas of eiapssrate
processes for proclem solving. ! gon t think that i3I s
important to have names for all the Steps or IC ireatl tne

thinking process as a set Of algocrhythms whnich are o ce
repeatec as some of the so callead “thinking" curriculums
propose. what |s important is help our chilacen agevelios
patterns of thought which will help them think ana thecefore
ceccme More successful adults.

when we are faceg with a qllemma or a prodiem we usSuaiiy 90
theough the same vecy simpie steps, We flcrst nave to tiguce
out wnat exactly is the proplem. Associatea with nis ve T

to determine the cause. We then sSeiect Severai pessisie
soluticons to the propiem ana any other consequence of Inat
gsojution. Ffrom this arcay of information we JusSe Qur Ccest
juggement ang proceec to Soive the problem, or at ieast oy,
Often we go througn cthese Steps at lightning pace. My
message nere is that we aljow our kias in ¢ch the Process.
As our onligren mature, wWe oegin 3 let tnhem i~ ¢h Ine
process wnen appropriate.

For asout five years now [ have askeq Ine silucenls nac
mee: tCc teil me (mos: cecently in journai £orm) in wnal wavs
cheir family has taugnt them zIhe tninking sSkilis & 3s &
¢amily practliced the thinking skills. in most cases 1Ine
response is not much. This coes not surpcise me secause .
am sure that l|f ! were tOo ask my own ¢cnhiia, ner respcnse
mignt oe iimitea cefore I sSpeciflcaiiy Staciega 0 spe:: Sul
tO ner %that this was what we wWere Qoing as & fam:;:!y wWnh.ch
encourage thinking.

I previously askec you nNOwW VYOu <Jemonstrate Ine In.0x.ng
prouesses to your chiicren. HNcw [ want 70u to <Sonsicer Ineg
ways you teach your chllacen the thinking Skii'S and now 8
you practice thnie as a family. 1T Sulpc.igea me. CSul 3 .arge
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Dulioer of responsesd are apout videso games or Nlntendos as [ €
hand-eye coordinatlon and thinking are one ana the same.
wWell., I supposSe one couid Justlfy cthose games In <that
mannec. It |s somewhat more interactive than teievision,

put n my view not the only type of thinking that I hcpe
most families are acing.

Here are a couple of examples of student Jjournal writlings.
in each case, the student Jjust was beginning the vyear In
Grade 7 and lntroducling themselves tc me. Both examples are
povys.

Student A.

“Thls summer [ went to the Acrlatic Sea cocast anda went
diving. 1 gathered many dlifferent kinas of shells ana saw
many flsh. Along wlith my sister I gathered a iarge
collection of shells., I alsc made a necklace of crapc ciaws.

{ want to be a doctor when [ graauate from university,
elther neurcsurgeon, surgeon, pediatciclian or generail
practlice. I would also llke to enter the Sclence fair ana
wint!®

Stucent B.

"1 went on a trip to penticton b.c., BORING.

Then I did 2il1ch except for playlng nintenco

now, AS you probably guessed [‘m In school!??
wWhy !s summer SO short anda school so leng?

aaaaaaarrgn!

well you know Wwhy I'm in this class but 1 cdon’t!

put lucklily | want to know more and [ mean more about
sclence than ! co know now and that aint lots and | meant
lt. 1I'm here to learn ya know! "

A number of important polints can be raiseq about these two
familles just from these two samples of Wwork. The <thing
that Jumps rclght out at me s how student A remembers
specific things from hlis tclp that include both a sclentiflic
and artistic component. It would be my guess that the
parents in one way or another help the student interpret the
natural world or. the vacation, and encourage the imagination
ana lnvertiveness when [t comes to creating thlings.

Beyona that, Student A already has some speclfic shor: term

and long term goals with regaras to school. School to this
student s lmportant. No, he did not go on to win at the
science falr. Jther students n our sSchooi nhad more

experience at the fairs ana xnew how tOo come up wWiin
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competitive prosects., Thils student haa never oeen 0 a fair
when nhe wrote this ana probably ¢la not xnow wnat was

involvea. He dia however have that goal. The ionger czer
goals, who can tell. other research tells us that klias
change cthese many tlines before adulthooaq. The important

thing is that he has gocals.

Stucent B finds the summer holldays ocoring, ana knows znat
achool will DpDe even worse. Alreaay on the flrst gay of
schooci. he |s convincea that he doces not want *0 oe there.
even though he knows of nothing else worth whiie for nim o
aoc. At least he coes state that he wishes to iearn. out ne
piaces that focus of that learning pack into my <(zne
teachers) nanas. if only there was a «nowleage pi:i ne
couiIg taxke, Learning is the ena point, not he .ourney =o
this stugent.

These stugents are both of similar IQ in a giftea pcogram.
Stucent A however, has the aavantage pecause ne has geen
stimulated toc be reaay for school by his parents. tugent
B has not hac this aavaantage. When parents come inzo scroc!
cecause thelr chila (s failing, there !s no quick cure.
There is a llfetime of attituces anc exampie that comesS :TCom
wnat i have titled The Thinking Family.

As [ suggestea Dbefore, many of thne students surveveg
ingicate that tneir tamily has no specific way s
gemonstrate thinking. Haturally, there must be a serenaipity
at work to ensure that the skillls are psassec on to most of
the chlilaren, but [ nave peen looklng for ways that famii.es
can sopeclflically ensure that the cthinklng ski1.'s are
transfercea to tne cnliaren. The schoo! systems have many
agencas. ana one of them (s teaching chliaren the n1nking
Skilis., It |s propcaply a iower priority, not oy cesign. oul
by aefauit since there are S0 many immeqalate ang measucac.e
priorities of the s3cnoo: system. There are some scncc.
alstricis wnicn aagopt specific thinking sSki.: cCurlicu ume.
These unfortunately teng to pe sets of algornysinms :cr
thinking apout set prodiems :n set ways. . 20Nt <noWw T
Wisn I0 1@ave such an .mporstant set of Sk...S ISrC Tne sSchnos.
system 3ione.

In my surveys { nave come across scme interest.ng
alternatives which various families use. A shecceking numzer
of children talk apout the argulng or fignting =f tne:r
parents as peing mogeis ©F thinking Sk...S Ina: osrscuce
winners and josers.

Ciosely reiatec tO th:iS. put certalaiy more giannec. ar
tamiiy cepates. Many var.at:ons Of nis nave seen regc
out tThe methoQ [ preter are the gecates wnece 35 e
lopPicsS are set DYy Tne parents often  resu,T.ng

sltuations tnat were on neg TV news ana tnen QlSc.sS2en .
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tne  tfamiiy. One ecnlla indicatea that attier seeing 3
‘sontlict", each member of the famlly would say how they
would solve the probiem if they were the Prime minister
(presigent, minlster 9t, mayor et cetera). Simitacly, a

numper Of sStudents (usudily but not always boys) sa¥ that
they watch sports with a parent, and then analyze the games
ang discuss coaching strategies after the game,

Another lnaavertent method ot learning thinking skills was
reported oy a young girl who sald she haa alreaay moved ten
times. This of course bullas organizatlonal ana agecision
making sSkillg especlally wlith regard to how ana wnat <o
pack. and what shoula be thrown out, Related to tnis., many
families have weekly planning schecdules. We use a caienaar
in our home which comes from the Polestar Press caliea Ihe
Family Calepdar: A& Family Time Plannecr and Home lianaqement
Guige. The organlzation of this lends i{tself weli to having
the entlce family Involved in the planning sesslions. The
kigs become directly lnvolved In deciding what jobs are to
be done for the week and who has the specific
responsibllit]es, They can see that everybody gets gooa
Jobs and ugly ones, but that all the chores must be done.
This methoa |s more successful that the assignlng of jobs by
the parent Dbecause It glves ownershlp as well as
responsibiliity to the chlla.

Thinking Familles also involve thelr c¢hllaren in <the

sudgeting process., As chlldren become older, they c¢an
pecome more cesponsible and learn the value of money DYy
planning a budget ana then stickling to |{t. Chlidren can

also become involved in more major declisions reiating ¢
famlly pbudgeting, pPerhaps helping with the hollaay plans ana
spendlng at first ana eventually being brought into the
thinkling invoived with mayjor purchase decisions. 1 came
acress one sltuation where the father was So exasperatea
with the children always leaving dcoors open ana wasting
energy in other ways, he brought out the pbllls for several
months, After some alscussion on energy saving sStcategies
with zhe chlildren, he promised to share half the savings of
future bllls alrectly with the chilaren In the fcrm of
Increased allowaance. in thls case, the thinking anag
planning haa a alrect and measurable rewara f£for the
chilaren.

Many familles are bliingual and the chlldren keep up their
first ianguage at home while speaking English at schoo!.
That |8 easy for flirst and second genercation, put pecomes
more aifficult the longer the famlly has been in this
country. One stucent told me how hlis grandparents playead
games with him In thelrc first language. As he pecame more
proficlent In the language, they would speea up taiking
faster ana faster to force him to keep up wWith the skii:s
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! wouia never have thought of the following exampie myse:tf,
even though it is something that I love to co. dn wo
separate occasions stugents have reported (o me that thelr
tamlly goes for hilkes on fine cays. Then at the ena cf the
trail. they flno a satlsfactory spot ana each fami ly member
Just sits in solitude for a length of time ana engage .n
~efluctlion and lntrospection. What 2 fine lgea.

After working on thls project for close to ¢ive years, nis
paper cepresents only a small chapter In a much larger Work.
in cicslng, I want to touch on one (ast but very important
concept. A cnila's self confldence is reiatec o IInhe
thinking skills oecause, without the configence, tne cn;iC
wil! not necessariiy act on <the thinking that they nave
aone. Clear thinking on the part of the chiidren ieacs T
cetier 3elf lmage. in ploioglcal terms, this crepresenis &
positive feedback !00P. Each relnforces the otner.
Thinklng famiiles can pian to ensure Inat the!ir chiiaren ace
provicea with the everyaay thinking Skllls ang qQeveiop hign
self (mage.
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The Hidden Potential of the Handicapped Gifted
Carolyn Yewchuk

Who are the gifted handicapped? Because of the multiplicicy
of handicapping conditions, and the mulcifaceted aspects of
currently employed definitions of giftedness, a variety of
individuals wich different profiles of streng-hs and weaknesses
may be considered to be gifted handicapped learners.

Handicapped children typically include the mentally
retarded, hearing handicapped, speech impaired, visually
handicapped, learning disabled, seriously emotionally disturbed,
orthopedically handicapped or health-impaired. In general, these
children are eligible for special education saervices if the
impairment prevents them from performing appropriately in regular
programs. Except for mental retardation, all of these categories
of handicap can co~exist with potential giftedness.

According to the most widely quoted definition of giftedness
in the literature, gifted children are those with demonstrated
achievement and/or potential abilicty in any, sowe, or all of:
general intellectual ability, specific academic aptitude, creative
or productive thinking, leadership ability, visual and performing
arts, and psychomotor ability (Marland, 197l). These children
require differentiated educational programs and/or services beyond
the regular school program to realize their individual and social
potential.

Based on the combination of the definitions of handicap and
glftedness, a gifted handicapped child, then, is one who requires
speclal education services for one or more types of handicap and

one or more areas of potential giftedness.
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Concern with individuals who are both gifted and handicapped
is not new. Hisrorically, thare have been many instances of
handicapped individuals who have made unique contributions to
society. Some obvious examples include Helen Kallar (deaf, blind,
mute), Thomas Edison (deaf, dyslexic), Beethovan (deaf), Albert
Elastein (dyslaxic), Itzhak Perlaan (physically impaired). How
msny aore gifted individusls, however, have been unable to
transcend their handicap because their potential has not been
identified and/ocr speciallzed training has not been availaile?

Before the 1970s, gifted children with handicaps were
generally undereducatad. Where they received special prograuaming,
if at all, it vas in the area of handicap, with no special
provisions frnr extending their 3ifts and talents. Especially with
severe handicapping conditions, teachers regarded the development
of necessary skills to be so important thsatC other considerations,
including encouragement of potantial giftedness, were relegated to
a position of secondary importance. Witain the last fifteen or
twanty years, however, thare has been a growing attempt to weel
the full range of educational needs of gifted children who may
also be hanaicapped.

The incidence of gifted handicapped children i{s very low.
Various estimates range from a conservative 2Z of all handicapped
children in the United States or between 120,000 and 130,000
(Schnur & Stefanich, 1979), to a more liberal 5% or between
300,000 and 540,000 (Whitmore & Maker, 1985). These estimatas are
based on the assumption that the incidence of giftedness among Che

handicapped is similar to that within the general population,
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given that, with the exception of mental retardationm, handicapping
conditions typically do not preclude giftedness. Reported
percentages within subpopulations have varied a great deal: 2.34
of learning disabled children (Mauser, 1980), 4.2% (Gamble, 1983)
and 6.1% (Yewchuk & Bibby, 198Ya) of children in classes for the
hearing impaired, and 9.2% of preschool handicapped children
(Karnes & Johnson, 1986). Thuse empirically derived rates cannot
be considered definitive, because of inconsistency in the
operational criteria for giftedness and, more obviously, the
nature, severity and effect of nandicap.

There 1s general agreement that modification of the
screening and identification procedures commonly used with gifted
children is required in order to increase the likelihood of
recognizing potential gifts and talents among handicapped
students. General guidelines for modification proposed by Maker,
(1977; Whitmore & Maker, 1985) include comparison with
like-handicapped peers, not with the general population - £ gifted
learners or non~handicapped students; modification of test
situations to make it possible for handicapped students to respond
without blas to their true ability; and greater emphasis on
characteristics instrumental in sucrtessful compensation for the
handicapping condition. In some cases, it is recoumended that the
IQ criterion cut-off requirement for admission to programs for
glfted learners be lower for the handicapped than the
non-handicapped. PFor example, educators working with the learaning

disabled gifted typically use WISC-R scores of 120 or 125 on any
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one of the Verbal, Performance or Full Scales instead of the moce
commonly employed 130 and over (Yewchuk, 1986).

In general, what teachers naed to ba sengitized ro are the
ways in which handicapping conditioans can impede the axpresgion of
characteristics revasling giftedness. Where normal chanaels of
expression are blocked, teachers must seek out alternate modas of
assessing suparior qualities of thought. “Ildentification must
depend less on oral and written language to revcal giftedness and
rely more on assessing mental abilities chrough tasks requiring
problem solving, memory, critical thinking and creativicy”
(Whitmore, 198L, p. ll0).

Appropriate educational programaing for handicapped gifted
children combines basic approaches and practices from handicapped
education as well as gifted education. In general, such
programming includes accurate diagnosis of strengths and
weaknesses, special education servicea for deficits, accoamodation
of gifts and talents and developuent of self-concept (Yewchuk &
Bibby, 1989b). Program particulars are specific to type of
handicap and area of giftedness addressed, for exawple, Rectrieval
and Acceleration of Promising Young Handicapped and Talented
{RAPYHT), for preschool handicapped children, or earichameant for
learning disabled students.

In the RAPYHT program, teachers are trained in recognizing
characteristics of gifted and talented children and in
facilitating the esmergence of talent (Karnes, 1984). Screening
inscrumants in the six areas of siftedness have been developed by

project staff for use by parencs and teachei.. The final
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identification of children for RAPYHT programming is determined by
a multidisciplinary team on the basis of pareat and teacher
referrals, standardized test results, observation of the children
and exhibited characteristics of giftedness. Following an
in-depth assessment of a child's level of functioning within each
talent area, a Talent Education Plan is writcen, analogous to an
Individual Education Plan for remediation in areas of weakness,
and individualized programming is implemsented. Family members are
viewed as partners in the RAPYHT program, and encouraged to
participate, according to their needs, interests, and level of
comfort. Project evaluation of creativity, basic skills in the
talent area, interests in the talent area, task persistence and
self-concept 18 conducted annually on a pre/post test basis.

Baum (1988) beliaves that earichment programs for gifted
learning disabled students should focus on the children's glfts or
talents. They should not be embedded within a remedial model.
Remedial approaches tend to focus on isolated basic skills such as
nastery of math facts or phonetic analysis. Such noncontextual
learning is at odds with the global, contextual learaniny styles of
gifted studeants (Baus & Kirschenbaum, 1984).

Many concerns have bean expressed recently cthat the
handicapped gifted are not receiving appropriate educational
services. Gallagher (1988) identified the handicapped gifted as s
priority in describing an agenda for educating gifced students in
the United States. Although estimates of the number of
handicapped children who are receiving giftec services are

difficult to obtain, Whitmore (19" ariyied thar the haandicapped
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gifted are underserved. Gamble (1985) estimated that 15% of the
hearing impasired gifted in the USA are appropriately served, and
there {3 no reason to assume that the figures are any higher in
the case of other handicaps. Obviously a large pool of
individuals exist whoss potential 3zifts and talents are hidden

within educacional settingr focused on their handicaps.
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